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Introduction

Work-Based Learning (WBL) is an effective approach in delivering career and technical
education and training to youth with disabilities. The WBL approach provides these services
in community workplace settings rather than in conventional school environments. Because
WBL activities take place in workplace settings, they must comply with the provisions of the
Fair Labor Standards Act (FLSA) administered through the U.S. Department of Labor and
state labor laws.

The Individuals with Disabilities Education Act Amendments of 1997 and policy guide-
lines adopted by the U.S. Departments of Labor and Education encourage the operation of
WBL programs. Amendments to the Individuals with Disabilities Education Act (IDEA)
require transition services planning and implementation for youth with disabilities; U.S.
Departments of Labor and Education guidelines ensure that these services can be delivered in
workplace settings according to the FLSA.

This Handbook for Implementing a Comprehensive Work-Based Learning Program According
to the Fair Labor Standards Act provides guidance to schools operating WBL programs and
encourages the adoption of WBL programs by schools not presently using this approach. By
following the information and examples in this handbook, schools can proceed with confi-
dence to operate effective WBL programs consistent with the FLSA.

The handbook has three sections. Section one introduces the events and actions leading to
the development of WBL and guidelines promoting this approach consistent with the FLSA.
Section two presents answers to the questions most frequently asked by school personnel in
carrying out WBL programs compliant with the FLSA. Section three describes the WBL ex-
periences of eight students ages 14-21. Sample forms, agreements, and supporting documen-
tation required under IDEA and FLSA are included in these examples whenever possible.

Appendices to the handbook provide additional resource information including: (a)
regional offices and personnel of the U.S. Department of Labor Wage and Hour Division
providing assistance with FLSA requirements, (b) organizations involved in planning and
delivering transition services to youth with disabilities, and (c) information on Supplemental
Security Income Work Incentives available to transition-age youth with disabilities.
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Section 1

The Goal of Productive Employment for All Youth

In 1990, the U.S. President and state governors adopted six ambitious national education goals. These goals apply
to all youth. They require that all students leave school literate and with the knowledge and skills necessary to
compete in a global economy and be able to exercise the rights and responsibilities of citizenship. Foremost among
these goals is access to productive employment in our modern economy, whether immediately following secondary
school or after further postsecondary study.

To support these goals, preparation for employment must become a focal point of every student’s educational
program. This is especially true for youth with disabilities. Congress underscored this need by including transi-
tion services requirements in the IDEA Amendments of 1990, and most recently in the 1997 IDEA Amendments
(PL. 105-17), and the IDEA 1998 final regulations. These actions serve as an impetus for schools to intensify their
efforts to prepare youth with disabilities for productive employment and other post school, adult-living objectives.
Required transition services are described in IDEA 1997 as:

A coordinated set of activities for a student with a disability that is designed within an outcome-oriented pro-
cess, that promotes movement from school to post school activities, including postsecondary education, vocational
training, integrated employment (including supported employment), continuing and adult education, adult
services, independent living, or community participation; is based on the individual student’s needs, taking into
account the student’s preferences and interests; and includes instruction, related services, community experiences,
the development of employment and other post school adult-living objectives, and if appropriate, acquisition of
daily-living skills and functional vocational evaluation.

Recent studies reinforce the need to strengthen the connection between education and employment. For ex-
ample, a national longitudinal transition study of special education students found that enrollment in occupation-
ally oriented career and technical education programs was significantly related to a lower likelihood of youth with
disabilities dropping out of school, and that youth who took career and technical education during school or had
work experience as part of their educational program were more likely to be employed after high school. Research
supports the value of a functional skills approach to curriculum and training for youth with disabilities. This in-
volves teaching the skills needed to enhance independent adult living in community settings.

Career and technical education has long been an option for preparing youth with disabilities for productive
employment. However, most of these programs in the past relied heavily on simulated work experience in class-
room settings. This approach has not led to productive employment in integrated work environments for many
students. In fact, the outcome often has been sheltered employment in segregated work settings. The skills ac-
quired through classroom or simulated work experiences do not generalize to typical work settings, and therefore
do not meet the goal of post school productive employment for youth with disabilities. When career and technical
education and training occur primarily through classroom or simulated settings, youth with disabilities do not
acquire social skills normally built through interactions with colleagues and coworkers. These skills are critical to
long-term employment success.
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The WBL Approach to Pr ive Employment for Youth with Disabilities

Work-Based Learning (WBL) is an effective approach to employment preparation for youth with disabilities.
WBL delivers career and technical education and training to youth with disabilities in workplace settings rather
than in typical school settings. Students aged 14 years or older engage in nonpaid career exploration, career assess-
ment, and work-related training experiences to identify their career interests, assess their employment skills and
training needs, and develop the skills and attitudes necessary for paid employment. After such instruction, stu-
dents engage in paid cooperative work experience.

There are four distinct components to the WBL approach: career exploration, career assessment, work-related
training, and cooperative work experience. Students often progress sequentially through all four components.
However, some students participate in only one or two components before moving to cooperative work experi-
ence, depending on their instructional needs.

Career Exploration

The career exploration component exposes students briefly to a variety of work settings to help them make deci-
sions about future career directions or occupations. The exploration process involves examining interests, values,
beliefs, and strengths in relation to the demands and other characteristics of work environments. This occurs most
often through worksite field trips, job shadowing, guest speakers, and career mentorship. Through career explora-
tion, students gain information by watching work being performed, talking with employees, and actually trying
out work under direct supervision of school personnel. Exploration enables students to make choices regarding
career or occupational areas they wish to pursue. The student, parents, worksite employees, and school personnel
use this information to develop transition planning in the student’s Individualized Education Program (IEP).

Career Assessment

The career assessment component leads to individual training objectives for a youth with a disability. Career as-
sessment activities may include but are not limited to computerized assessments, career and technical education
classes, career mentorship, service learning projects, volunteering, and extended observation. In this WBL compo-
nent, the student undertakes work assignments in various business settings under the direct supervision of school
personnel and employees. Assessment data are systematically collected detailing the student’s interests, aptitudes,
special needs, learning styles, work habits, behavior, personal and social skills, values and attitudes toward work,
and work tolerance. The student rotates among various occupational settings corresponding to the student’s range
of employment preferences as situational assessments are completed by school personnel and worksite employees.
As a result, students select work settings in which they can best pursue career or occupational areas matching their
interests and aptitudes. Future training objectives are matched with these selections. These training objectives
become a part of the student’s subsequent IEP.

Work-Related Training

The work-related training component of WBL places the student in various employment settings for nonpaid
work experiences. The student, parents, and school personnel develop a detailed, written training plan, which
includes competencies to be acquired, method(s) of instruction, and procedures for evaluating the training experi-
ence. Training is closely supervised by a representative of the school or a designated employee/supervisor. The
purpose of this component is to enable students to develop the competencies and behaviors needed to secure paid
employment. As the student achieves the training objectives in a particular employment setting, the student moves
to other employment environments where additional or related learning and reinforcement of current competen-
cies and behaviors can occur. (A business providing work-related training may derive no benefit from the student.
If a business does derive benefit, the nonemployment relationship becomes a paid employer-employee relationship,
or the student must move to another environment.)

6
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Cooperative Work Experience

A cooperative work experience consists of an arrangement between the school and an employer that uses the work-
place and its environment to create links between the learning occurring in school and the skills required in the
workplace. The experience is closely supervised by a representative of the school or a designated employee/supervisor.
Typically during the cooperative work experience the student attends a class or seminar at the school to reinforce and
supplement the experience. Paid for work performed in the employment setting, the student may receive payment
from the employer, from the school’s cooperative career and technical program, from another employment program
operating in the community such as those supported by the Workforce Investment Act, or a combination of these.
The student is paid the same wage as nondisabled employees performing the same work. In some instances, arrange-
ments are made by the school and employer through the U.S. Department of Labor Wage and Hour Division to pay
a special minimum wage called “commensurate wage rate” (see “The FLSA and the WBL Cooperative Work Experi-
ence Component” on page 8 of this section of the handbook for a brief description of these FLSA provisions).

The school and employer reach a written agreement before the student enters the cooperative work experience.
This agreement includes a clear stipulation of the student’s wages, benefits, and specific individual training plan.
This agreement may also include follow-along services to ensure the student adjusts to the work assignments and
improves performance and productivity over time. It is likely that students may engage in several cooperative work
experience placements as part of their special education experience during school.

Social Security Work Incentives
For students receiving Supplemental Security Income (SSI)/Social Security Disability Insurance (SSDI)
cash benefits and participating in paid employment through WBL, the SSI work incentives program al-
lows youth with disabilities in transition to retain their benefits while participating in paid employment
and, in some instances, actually increase their monthly income. The Student Earned Income Exclusion
(SEIE) can readily be used by youth with disabilities engaged in the cooperative work experience compo-
nent of WBL. Other SSI work incentives available to transition-age youth with disabilities are: Impair-
ment-Related Work Expenses (IRWE); Plan for Achieving Self-Support (PASS); Blind Work Expenses
(BWE); and Property Essential to Self-Support (PESS). To be eligible to participate in the work incentives
program, students must first be receiving or eligible to receive SSI/SSDI cash benefits. For information on
SSI and the work incentives program, contact the Social Security Administration at 1-800-772-1213.

In addition, the following two manuals previously published by the National Transition Network
provide information on this topic:

* Meeting the needs of youth with disabilities: Handbook on supplemental security income work incentives
and transition students (1998, October).

* Mecting the needs of youth with disabilities: Examples of students with disabilities accessing SSI work
incentives (1999, June).

See Appendix C of this publication for a brief description of the SSI work incentives available to
transition-age students. Appendix C also includes an example of a youth with a disability who is partici-
pating in a cooperative work experience through her school, receiving SSI cash benefits, and accessing the
Student Earned Income Exclusion work incentive.
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_ Requirements of the FLSA Related to WBL

Because WBL activities take place in employment settings, these activities must comply with the provisions of the
Fair Labor Standards Act (FLSA). The FLSA is the federal legislation establishing minimum wage, overtime pay,
record-keeping requirements (i.e., personal employee information, wages, hours), and child labor. Employees are
entitled to a regular wage of at least $5.15 (current minimum wage) per hour and overtime pay of at least one and
one-half times their regular wage for all hours more than 40 in a work week. In states with a minimum wage rate
higher than the federal, the higher rate applies.

In order to promote WBL programs to prepare youth with disabilities for productive, paid employment, the
U.S. Departments of Labor and Education entered into an agreement in September 1992 and adopted the follow-
ing Statement of Principle:

The U.S. Departments of Labor and Education are committed to the continued development and implemen-
tation of individual education programs, in accordance with the Individuals with Disabilities Education Act
(IDEA), that will facilitate the transition of students with disabilities from school to employment within their
communities. This transition must take place under conditions that will not jeopardize the protections afforded
by the Fair Labor Standards Act to program participants, employees, employers, or programs providing rehabili-
tation services to individuals with disabilities.

The FLSA and WBL Career Exploration,

Career Assessment, and Work-Related Training Components

The Departments of Labor and Education joined this statement of principle with Policy Guidelines governing
the participation of youth with disabilities in employment settings for career exploration, career assessment, and
work-related training. Youth with disabilities who engage in nonpaid career exploration, career assessment, and
work-related training activities are not considered employees of the businesses in which they receive these services
only if they can demonstrate compliance with all of the guidelines below. When schools and employers engaging
in these WBL activities with youth with disabilities adhere to all of the following guidelines, they do not violate
the provisions of the FLSA. The guidelines are:

* Participants will be youth with physical and/or mental disabilities for whom competitive employment at or
above the minimum wage level is not immediately obtainable and who, because of their disability, will need
intensive ongoing support to perform in a work setting.

e Participation will be for career exploration, career assessment, or work-related training at a worksite placement
under the general supervision of public school personnel.

* Worksite placements will be clearly defined components of Individualized Education Programs (IEPs) developed
and designed for the benefit of each student. The statement of needed transition services established for the ex-
ploration, assessment, training, or cooperative work experience components will be included in the student’s IEP.

¢ Information contained in a student’s IEP will not have to be made available; however, documentation as to
the student’s enrollment in the work-based learning program will be made available to the Departments of
Labor and Education. The student and his or her parent(s) or guardian(s) must be fully informed of the IEP
and the career exploration, career assessment, or work-related training components and have indicated volun-
tary participation with the understanding that participation in these components does not entitle the student-
participant to wages or other compensation for duties performed at the worksite placement.

* The activities of the student at the worksite do not result in an immediate advantage to the business. The
Department of Labor looks at the following factors to determine if this guideline is being met:
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- There has been no displacement of employees, vacant positions have not been filled, employees have
not been relieved of assigned duties, and the students are not performing services that, although not
ordinarily performed by employees, clearly are of benefit to the business.

- The students are under continued and direct supervision by either representatives of the school or by
employees of the business. The student receives ongoing instruction and close supervision at the work-
site during the entire experience, resulting in any tasks the student performs being offset by the burden
to the employer of providing ongoing training and supervision.

- Such placements are made according to the requirements of the student’s IEP and not to meet the labor
needs of the business.

- The periods of time spent by the students at any one site or in any clearly distinguishable job classifica-
tion are specifically limited by the IEP.

* While the existence of an employment relationship will not be determined exclusively on the basis of number
of hours, as a general rule, each component will not exceed the following limitation during any one school year:

- Career exploration—5 hours per job experienced
- Career assessment—90 hours per job experienced

- Work-Related training—120 hours per job experienced

* Students are not automatically entitled to employment at the business at the conclusion of their IEP. How-
ever, once a student has become an employee, the student cannot be considered a trainee at that particular
worksite placement unless in a clearly different occupation.

Schools and participating businesses are responsible for ensuring that all seven of these guidelines are met. If
any of these guidelines are not met, an employment relationship exists, and participating businesses can be held

responsible for full compliance with the FLSA.

The FLSA and WBL Cooperative Work Experience Component
In this WBL component, the youth with a disability is paid for work performed in the employment setting.
Therefore, an employment relationship exists; the student is an employee and is entitled to the same wages as
nondisabled employees performing the same tasks; schools and businesses are subject to all of the provisions of the
FLSA, (i.e., minimum wage, overtime pay, record-keeping, and child labor). This is true whether the student is
paid by the business, school, or a third party.

The FLSA contains several provisions addressing employees who are age 14 and 15, age 16 and older, or work-
ers with disabilities. These provisions are described as follows.

* Youth age 14 and 15: Under the FLSA child labor provisions, these students may work in various jobs outside
school hours no more than three hours on a school day with a limit of 18 hours in a school week; no more
than eight hours on a nonschool day with a limit of 40 hours in a nonschool week; and not before
7:00 a.m. or after 7:00 p.m., except from June 1 through Labor Day, when the evening hour is extended to
9:00 p.m. These students may not work in jobs declared hazardous by the Secretary of Labor.

* Youth age 16 and 17: Under the FLSA child labor provisions, these students may work anytime for unlim-
ited hours in all jobs not declared hazardous by the Secretary of Labor. (States often have limited hours for
students age 16 and 17. The school and employer are responsible for knowing and enforcing the hours. When
state rules are stricter than federal rules, state rules apply.)

* 18 is the minimum age for employment in occupations declared hazardous by the Secretary of Labor. For the
purposes of this manual, a hazardous occupation is defined as an occupation that may be detrimental to the
health and well being of children under 18 years of age or an occupation that may jeopardize their education-

9
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al opportunities. The rules prohibiting working in hazardous occupations (HO) apply either on an industry
or an occupational basis no matter what industry the job is in. Parents employing their own children are sub-
ject to these same rules. Some of these hazardous occupations have definitive exemptions. In addition, limited
apprentice/student-learner exemptions apply to those occupations marked with an asterisk (*). Youth age 18
and older may be placed in any hazardous occupation if it is developmentally appropriate for the youth.

Hazardous Occupations
HO #1 Manufacturing and storing of explosives.

HO #2 Driving a motor vehicle and being an outside helper on a motor vehicle.
HO#3  Coal mining.

HO #4 Logging and sawmilling.

HO #5*  Power-driven woodworking machines.

HO #6  Exposure to radioactive substances.

HO #7 Power-driven hoisting apparatuses.

HO #8*  Power-driven metal-forming, punching, and shearing machines.

HO #9 Mining, other than coal mining,.

HO #10* Meat packing or processing (including the use of power-driven meat slicing machines).
HO #11  Power-driven bakery machines.

HO #12* Power-driven paper-product machines.

HO #13  Manufacturing brick, tile, and related products.

HO #14* Power-driven circular saws, band saws, and guillotine shears.

HO #15  Wrecking, demolition, and shipbreaking operations.
HO #16* Roofing operations.

HO #17* Excavation operations.

More details about the above listings can be obtained by reviewing the child labor regulations. (Each state
may have additional restrictions.) For details about statutory changes made in 2004 regarding HO #2 and HO
#12 please see the fact sheets available on the U.S. Department of Labor Web site at h#zp://www.dol.gov/esalregs/
compliance/whdfwhdfs34.htm and hitp:/fwww.dol.gov/esalregs/compliance/whd/bale.htm.

* Youth age 18 or older may perform any task, whether hazardous or not. (It is also important to consider
whether the job or occupation is developmentally appropriate.) Youth age 16 or 17 may perform any non-
hazardous job. Youth age 14 and 15 may not work in the manufacturing or mining industries or in any
hazardous job. In addition, youth age 14 or 15 may not work in the following occupations:

- Communications or public utilities jobs;

- Construction or repair jobs;

- Driving a motor vehicle or helping a driver;
- Manufacturing and mining occupations;

- Power-driven machinery or hoisting apparatuses other than typical office machines;

10
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- Processing occupations;

- Public messenger jobs;

- Transporting persons or property;

- Workrooms where products are manufactured, mined, or processed; and

- Warchousing and storage.

* A 14- or 15-year-old may work in retail stores, food service establishments, and gasoline service stations.
However, a 14- or 15-year-old may not perform the following tasks in the retail and service industries:

- Baking;

- Boiler or engine room work, whether in or about;

- Cooking, except at soda fountains, lunch counters, snack bars, and cafeteria counters;
- Freezers or meat coolers work;

- Loading or unloading goods on or off trucks, railcars, or conveyors;

- Meat processing area work;

- Maintenance or repair of a building or its equipment;

- Operating, setting up, adjusting, cleaning, oiling, or repairing power-driven food slicers, grinders,
choppers or cutters, and bakery mixers;

- Outside window washing, or work standing on a window sill, ladder, scaffold, or similar equipment; and

- Warehouse work, except office and clerical work.
* A 14- or 15-year-old may perform these tasks in the retail and service industries:

- Bagging and carrying customer’s orders;
- Cashiering, selling, modeling, art work, advertising, window trimming, or comparative shopping;
- Cleaning fruits and vegetables;

- Clean-up work and grounds maintenance (the young worker may use vacuums and floor waxers, but he
or she cannot use power-driven mowers, cutters, and trimmers);

- Delivery work by foot, bicycle, or public transportation;

- Kitchen and other work in preparing and serving food and drinks, but not cooking or baking (see
hazardous jobs);

- Office and clerical work;
- Pricing and tagging goods, assembling orders, packing, or shelving;

- Pumping gas, cleaning and polishing cars and trucks (but the young worker cannot repair cars, use
garage lifting rack, or work in pits);

- Wrapping, weighing, pricing, and stocking any goods as long as the young worker does not work where
meat is being prepared and does not work in freezers or meat coolers.

* Student learners: High-school students at least age 16 who are enrolled in career and technical education can
be employed at a special minimum wage rate of not less than 75 percent of the minimum wage (i.c., $3.86
under the present $5.15 per hour minimum wage), provided authority is obtained from the Department of
Labor Regional Office of the Wage and Hour Division for each student before he/she begins employment.

* Full-time student program: Full-time students working in retail or service stores, agriculture, or colleges and
universities can be employed at a special minimum wage of not less than 85 percent of the minimum wage

11
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(i.e., $4.38 under the present $5.15 per hour minimum wage). Employers must first obtain a certificate from
the Department of Labor Regional Office of the Wage and Hour Division. This certificate also limits the
number of hours a student may work to 8 hours per day and no more than 20 hours per week during the
school year and 40 hours per week when school is out, and requires employers to follow all child labor laws.

Youth minimum wage: Section 6(g) of the FLSA allows employers to pay employees under age 20 a youth
minimum wage of not less than $4.25 per hour for a limited time period of 90 consecutive calendar days, not
work days. The 90-day period starts with and includes the first day of work. Where state or local law requires
payment of a minimum wage higher than $4.25 an hour for employees under age 20, the higher state or local
minimum wage rule would apply. A break of service does not affect the calculation of the 90-day period. For
example, if a student initially worked for an employer over a period of 60 consecutive calendar days during
the summer and then quits to return to school, the 90-day eligibility period ends for this employee with this
employer 30 days after he/she quits (i.e., 90 consecutive calendar days after initial employment). If this same
student returned later to work again for the same employer, the employer would not be able to pay the stu-
dent the youth minimum wage. Individuals under age 20 may be paid the youth minimum wage for up to 90
consecutive calendar days after initial employment by more than one employer. Employers may not displace
regular employees to hire someone at the youth wage.

Workers with disabilities in supported-work programs: Section 14 of the FLSA allows workers with disabilities
to be employed at wage rates that may be below the statutory minimum, but wages paid must always be com-
mensurate with the workers” productivity as compared to the productivity of nondisabled workers performing
the same tasks. To pay a wage rate below the statutory minimum, an employer must obtain a special minimum
wage certificate from the Department of Labor Wage and Hour Midwest Regional Office (see Appendix A); the
employer must obtain the certificate before employing a worker with a disability at less than the minimum wage.

Schools operating WBL programs should not rely solely on the preceding description of the FLSA provisions
that apply when students participate in the cooperative work experience component of WBL. Schools and busi-
nesses may consult the U.S. Department of Labor, Employment Standards Administration, Wage and Hour Divi-
sion Regional Office for additional guidance (see Appendix A) and state and local government agencies.

With the issuance of policy guidelines governing the WBL components of career exploration, career assessment,

and

work-related training, the U.S. Departments of Labor and Education have cleared the way for schools to

launch or expand their WBL programs for youth with disabilities. Several state and local education agencies have
contacted the Office of Special Education Programs within the U.S. Department of Education with questions
about applying the guidelines to their own WBL programs. The following section of this handbook lists the ques-
tions most frequently asked about operating WBL programs consistent with the FLSA, and the responses to these
questions developed by the U.S. Departments of Education and Labor.

12
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Questions and Answers

The U.S. Departments of Labor and Education have policy guidelines that apply to youth with disabilities in
nonpaid, nonemployment relationships. A nonpaid, nonemployment relationship may occur as part of the career
exploration, career assessment, and work-related training components of WBL programs. This section presents many
questions frequently asked about these guidelines. Each question is followed by an answer developed by the U.S. De-
partment of Education in collaboration with officials from the U.S. Department of Labor’s Wage and Hour Division.

Requirements for Participation

1. Which students may participate in work-based learning (WBL) programs under the policy guidelines for non-
paid, nonemployment relationships?

All students may participate; however, many states have specific guidelines for special education students
allowing them to participate in extended WBL activities if it is determined appropriate for them.

2. How is it determined which students might need to participate in a WBL program?

The determination should be based on the individual student’s needs, taking into account the student’s
preferences and interests. WBL would be considered a major change in placement for most students and
would require a change in the IEP. The education agency must invite the student to any meetings consider-
ing transition services or participation in work-related training.

3. Does the term “physical and mental disabilities” mean that students with learning disabilities are excluded?

No. Learning disabilities can have their origin in physical or mental disabilities. However, participation in
WBL programs should not be determined by disability group but rather by individual needs and preferences.

4. The policy guidelines indicate that nonpaid, nonemployment work-related training is for individuals for whom
employment is “not immediately obtainable.” What does this mean?

The “not immediately obtainable” language was placed in the guidelines to ensure that students would not
have extended placements in the career exploration, career assessment, or work-related training components
of WBL programs if they were capable of obtaining employment at or above the minimum wage level.
Work-based learning is an organized set of educational and skill-building activities intended to prepare
students for paid employment while they are in school.

5. The guidelines also indicate that work-related training is intended for students who will need “intensive ongoing
support” to perform in a work setting. Does this mean that it is intended for students with more severe disabilities?

While work-related training is intended for those students with more severe disabilities, it is appropriate for
students with low to moderate disabilities when the intent is to move the student to paid employment as
soon as the student is ready. Assessment of students’ needs must be based on skills and behaviors necessary
to function in a work setting. Examples of ongoing support services include job redesign, job coaching to
retain employment, environmental adaptations, personal assistance services, transportation, and social-skills

training (Rehabilitation Act Amendments, S. Rep. 102-357, 1992).
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6. What vocational options should be available to students who do not need intensive ongoing support?

Work-based learning programs are not intended to replace career and technical education, work study, or
other vocational training and employment programs. WBL is intended as an option made available to stu-
dents to expand the capacity of education agencies in assisting each student to achieve employment objec-
tives. Collaboration with all programs/agencies can provide a student with the best opportunities.

Documentation

7. What type of documentation is needed?

It is important that WBL programs document that all participants, including the student, the parent(s) or
guardian(s), the employer, and instructional staff, understand that:

- If at any point the WBL activity is no longer a learning experience and the seven criteria (page 7-8) for
a nonpaid/volunteer WBL experience cannot be met, the activity is not a nonemployment relationship;

- Students are not entitled to wages or other compensation for the time spent in the learning experience;
and

- Students are not automatically entitled to employment at the worksite at the completion of the WBL
experience.

Three types of documentation must be used to meet the requirements of these guidelines:

i. An IEP reflecting instruction and training goals and objectives relevant to the work-related
training experience;

ii. A written individual training agreement outlining the U.S. Departments of Labor and

Education requirements listed above and signed by all participants along with attached
individual training plan; and

iii. Records of student experience (i.e., log of hours spent in WBL activities, progress reports,

observation reports, safety training, and performance evaluations).

8. Is there any additional documentation needed for the paid cooperative work experience component?
Yes, in addition to the documents listed in Question 7 above, the following records should be kept on file:
- Hours and wage earnings;
- Copy of the employer’s workers’ compensation insurance verification; and

- A statement of assurance declaring compliance with FLSA and state laws governing working restrictions
and hazardous occupations. The employer and work-based learning coordinator sign this document.

9. Do the policy guidelines supersede individual state departments of labor regulations?

No. WBL programs must comply with both U.S. Department of Labor regulations and state department of
labor regulations. Where the two differ, the regulations with the most stringent requirements for protecting
individuals in work settings must apply.

10. What safety regulations apply to students in the workplace?

The Occupational Safety and Health Act (OSHA) regulations that apply to a workplace also apply to a stu-
dent participating in any WBL activity, whether nonpaid or paid. All stcudents must be provided workplace
safety training, protective equipment as required, and health and safety considerations.
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11. Is special or extra liability coverage for students required for a nonpaid, nonemployment relationship?

Work-based learning is considered part of the student’s individualized education program. In nonpaid,
nonemployment relationships, the worksite is perceived as an extension of the school. In other words, the
student is pursuing instructional objectives in a work setting. Since these students are not employees, they
are not eligible for the usual workers’ compensation or insurance coverage provided to employees.

If the student’s participation in workplace activity can be considered instructional and part of a nonem-
ployment relationship, then the school may be responsible for liability coverage. Generally, the same insur-
ance and liability policies that apply to other off-site school experiences (i.e., athletic events, field trips)
should apply. Each school district must work out their own policies regarding liability.

12. What liability issues arise when a student is in a paid, cooperative work experience?

When the student is a paid employee of a business, then the employer is responsible for offering him or her
the same liability coverage offered to other employees, including coverage under the employer’s workers’
compensation plan.

13. Do reports have to be made to the U.S. Department of Labor and/or the U.S. Department of Education?

No. Reports to the U.S. Department of Labor or the U.S. Department of Education are not necessary.
However, adequate records documenting your program’s compliance with the guidelines for WBL activities,
particularly nonpaid, work-related training and paid community work experience, must be maintained. In
the event of a Department of Labor investigation of your program, this information must be made avail-
able to the Department of Labor.

14. Can we share information from the WBL program with vocational rehabilitation agencies?

Yes. Information from the WBL program can be shared with other agencies as long as confidentiality
procedures are followed. In fact, rehabilitation services counselors may be actively involved in the process of

WBL through consultation or funding.

15. How should issues regarding confidentiality be addressed?

Work-based learning programs should adhere to procedures typically followed regarding confidential
information. These procedures are outlined in section 300.560-300.577 of the IDEA regulations and are
incorporated into both state and local policies and procedures.

Program Supervision

16. What is meant by the term “under the general supervision” of public school personnel?

This means that the public school or education agency has primary responsibility for the youth with dis-
abilities WBL program. Under IDEA, failure to deliver free appropriate educational services constitutes a
violation of the rights of youth with disabilities. This places responsibility for ensuring that WBL programs
meet this mandate on the shoulders of public school personnel. While other agencies or groups may deliver
these educational services, public school personnel must act as the central agency overseeing the program.
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17. How should educators document meeting the general supervision criteria?

Educators can document the general supervision criteria by adequately developing the student’s IEP and
the individual training plan. If a third party, such as a community-based rehabilitation program, is used
to carry out the provisions of the IEP, it should be so noted. The education agency must ensure that these
guidelines are fully understood and will be followed by the provider.

18. What are the implications of the “continued and direct supervision” requirement for educators and employers?

Participation in WBL programs is considered a valid part of a student instructional program. A student
should be closely supervised by school staff or employees of the business. Direct supervision can include:
(a) one-to-one instruction, (b) small group instruction, (c) supervision in close proximity, and (d) supervi-
sion in frequent, regular intervals. Supervision in frequent, regular intervals is permitted when the goal is to
assess ability to work independently or to demonstrate mastery of an occupational or workplace skill.

19. Is it necessary for someone to monitor the student at all times?

Students in WBL programs are to be monitored at all times. However, the level of monitoring needed in

a workplace setting is determined on an individual basis. The various components of WBL could require
several monitoring strategies depending on the goals and objectives outlined in the IEP. For example, career
exploration and career assessment may require closer monitoring than the work-related training component
when the student is working toward more independence in job performance.

20. What educational qualifications and/or certifications must education staff have in order to provide supervision in
WBL programs as the education agencys representative?
State and local education agencies must determine the educational qualifications necessary for school staff

providing supervision in WBL programs.

Instructional Programming

21. Is a formal career assessment required to determine a student’s interests and preferences?

A formal career assessment may not be required to ascertain a student’s preferences and interests if other
alternatives are appropriate. However, as part of the overall decision-making process, needs for support
services or assistive technology should be identified. These needs may be determined through ongoing as-
sessment procedures within the various components of a WBL program.

22. Is it necessary that the program follow sequential order (i.e., exploration, assessment, and training)?

No. WBL activities do not need to follow a prescribed order. Given the nature of a student’s needs, any

of the three components may be excluded. The WBL program, however, must follow logical, generally
agreed-upon instructional best practices. For example, assessment and exploration usually would not follow
training in any single job classification.

23. Is it necessary that the WBL goals and objectives in the IEP specify exact site placements?

No. It is possible for the IEP to identify only general goals and objectives to be pursued (e.g., job clusters to
explore, assessments of general work behavior skills, or training in a specific occupation). The IEP should,
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24.

25.

26.

27.

however, expressly limit the time students will spend at any one site or in any one job classification. Ad-
ditional written agreements (i.e., individual training agreements, individual training plans) with parent(s)
or guardian(s), students, and employers should reflect the exact location of WBL and document the specific
nature of the education and training involved.

Does the IEP team have to reconvene to approve multiple career explorations, career assessments, work-related
training, and cooperative work experience?

No. The transition IEP objectives and goals can be written broadly enough to incorporate these experiences.

What is meant by the phrases “clearly distinguishable occupation” and “clearly distinguishable job classification™

The word occupation refers to a specific profession or career generally engaged in as a source of livelihood.
Occupation and job classification are meant to be synonymous. Examples of occupations are shipping and
receiving clerk, custodian, and painter. Often occupations are confused with specific work tasks that may
be integral components of specific occupations. For example, work as a custodian involves sweeping, emp-
tying trash, and mopping. Each of these work tasks must be considered as part of the clearly distinguishable
occupation of custodian. If a student has received all allowable hours of nonpaid, work-related training in
the job of school custodian, she/he should not be moved to a new site for another experience as a nonpaid,
office-building custodian.

Given the policy guidelines, could an employer move students around to different work stations or occupational
areas not specified in their written agreement?

No. As stated earlier, general goals and objectives for the student are outlined in the IEP, and written training
agreements and training plans between the student, parent(s) or guardian(s), employer, and school personnel
detail specific activities for the WBL experience. Thus, WBL can be considered a valid educational experience
under the supervision of school personnel. Employers must feel free to remove students from any work activ-
ity if they determine that removal is necessary for safety or other reasons. However, under no circumstances
should the student be placed in a work station or occupational area not specifically outlined in the written
training agreement. In the event there is a need for a new worksite or occupation, a new training agreement
and training plan must be written and signed prior to placing a student in the new worksite or occupation.

Can students work as volunteers or in service learning in a nonpaid, nonemployment relationship?

Yes, however it must be at a public agency site where the intent is to donate their services for the public good.
These sites include charitable not-for-profit organizations, governmental agencies, hospitals, and nursing
homes. Commercial businesses may not have unpaid volunteers. The student must choose to volunteer, all
participants must agree this is voluntary, and all participants must agree the student is not entitled to wages.

28. How will students receive academic credits for WBL?

How students receive academic credit for occupational and work-related skills acquired in WBL programs
is up to state and local education agencies. Many education agencies allow course credit for these com-
munity experiences since they help students achieve the transitional goals and objectives identified in their
IEPs. Generally these experiences include concurrent classroom instruction by qualified personnel at the
educational agency. Frequently, the policy for academic credit in WBL programs will be consistent with the
one used for career and technical education programs available to the general population.
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29. Do the policy guidelines refer to programs under special education and/for career and technical education?

It does not matter whether the WBL program is offered through special education or career/technical edu-
cation. However, participants in WBL programs under the seven criteria (page 7-8) for nonpaid, nonem-
ployment relationships must be youth with disabilities as defined by the IDEA.

30. Do the guidelines apply to work during the summer?

Yes. These guidelines may apply to summer WBL programs if they are under the general supervision of
school personnel. Many students have IEPs that call for an extended-year educational program. Other
students may simply elect to enroll in summer school.

The Educational Relationship vs. the Employment Relationship

31. What is the difference between an educational relationship and an employment relationship?

32.

20

In an employment relationship such as cooperative work experience or youth apprenticeship, the student
is providing services that benefit the employer. The student may be completing tasks normally completed
by regular employees. As a result of the student’s work, vacant paid positions in the business may remain
unfilled, and regular employees may be displaced or relieved of their normally assigned duties. In an educa-
tional relationship such as work-related training, the student engages in work tasks as part of an organized
educational activity designed to benefit the student. The guidelines on implementing WBL programs con-
sistent with the FLSA outline the distinction between an employment relationship and a valid educational
experience. If a student’s involvement in WBL activities constitutes an employment relationship rather
than part of an organized educational activity, then the participating business or school may be responsible
for full compliance with the FLSA regulations. This would include compliance with the FLSA’s minimum
wage and overtime pay provisions.

What is the distinction between benefit to student versus benefit to employer?

A number of distinctions have been made between benefit to the employer and benefit to the student

with regard to WBL programs. Benefit to the employer occurs when the employer recognizes an immedi-
ate advantage by having the WBL student working on the premises. An immediate advantage is increased
profitability or production for the business. Benefit to the student occurs when the WBL program is a valid
educational experience for the student. For WBL to represent an educationally valid experience the follow-
ing instructional practices should be implemented:

* Students receive adequate orientation and instruction before performing new tasks.

* Students’ goals and objectives for the WBL program are clearly defined.

* Activities in the workplace setting relate directly to students’ goals and objectives.

* Students’ activities in the WBL program are closely monitored.

* Records of students’ progress are maintained.

* The necessary support and time for students to develop proficiency at new tasks is provided.

(In both situations, the student will benefit, however, the most important decisive factor is whether or
not the employer or business receives any benefit.)
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33. What is the educator’s role in assuring that regular employees will not be displaced by the student trainee in the

workplace?

The WBL experience must be primarily for the student’s benefit. Also, regular employees must not be
displaced or relieved of assigned duties, and vacant positions should not go unfilled. Two strategies are
available to educators to ensure this criterion is met. First, the educator can confirm that all parties—the
employer, the students, and the parent(s) or guardian(s)—understand that students in the WBL program
must not displace regular employees. A written training agreement documenting this understanding should
be signed by all involved. Secondly, those who supervise the student at the worksite may observe when
employee displacement and other violations occur and take steps to correct the situation.

34. If the activity is ordinarily not performed by employees and yet is beneficial to the business, can the student per-

35.

form the activity?

The student should neither perform the activity nor be paid appropriate wages. Although regular employees
have not been displaced or relieved of assigned duties, the student is still providing services which benefit the
business. Therefore, an employment relationship exists between the student and the employer. This would
not be the case if the activity were of no benefit to the employer and consisted of “busywork” designed to
develop or improve a student’s skills. For example, reorganizing materials awaiting shipment into sets of five
would not constitute an employment relationship if the business did not ship the materials in this manner.

Can students accept an offer of paid employment at a worksite where they were placed for work-related training?

Yes. Students can accept an offer of paid employment at a worksite where they received instruction and

training. The student would then become an employee of the business, and an employment relationship
would ensue. This means that the employer is responsible for full compliance with the FLSA, including
minimum wage and overtime pay provisions.

36. Could the student be paid less than the minimum wage?

Yes. Paid employment below the minimum wage rate is permitted when a worker’s disability impairs their
ability to perform the job. This special minimum wage rate is based on the productivity of the worker
with disabilities as compared to the productivity of a worker without disabilities. Employers must obtain a
certificate from the Wage and Hour Division of the U.S. Department of Labor authorizing the payment of
a special minimum wage to youth with disabilities participating in cooperative work experience or state-
approved career and technical education programs. Application must be made to the U.S. Department of
Labor for authority to employ workers with disabilities at these special minimum wage rates.
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Case Studies: Examples of Work-Based Learning
(WBL) Activities

This section describes the WBL experiences of eight youth with disabilities between ages 14
and 21. The student examples are grouped according to the WBL component they
illustrate: career exploration, career assessment, work-related training, and cooperative
work experience. The student examples are based on descriptions of actual students who
participated in WBL programs in the Washington, DC, area. Names of youth are fictitious
to protect confidentiality.

¢ Career Exploration in Initial Transition Planning in a Rural Community
® Career Assessment Experience in a Cleaning Services Setting

* A Work-Related Training Experience in a Hotel Laundry Setting

®* Cooperative Work Experience in a Restaurant Setting

® Career Exploration in Two Suburban Small Business Settings

® Career Assessment in a Large Business Setting

®* Work-Related Training in Three Workplace Settings

® Cooperative Work Experience at Special Minimum Wages
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Example 1: Career Exploration

in_Initial Transition Planning in a Rural Community

Wanda is an eighth grader in a small rural community. She is 14 years old. She was identified as having a learning
disability in second grade and has received special education services since then. Wanda attends the local middle
school where she is in regular classes and receives help from a special education teacher in reading and language arts.

An IEP meeting was held in the spring prior to Wanda’s entry into eighth grade. Wanda, her parents, and the
other IEP team members agreed that Wanda was extremely sociable, eager to try new things, and increasingly self-
reliant. Wanda’s IEP goals were primarily in academic areas.

Wanda was interested in developing an understanding of jobs and careers she might pursue after high school.
She believed this might motivate her to study more seriously. Wanda and the other IEP team members agreed that
in five months (approximately the time Wanda would turn 14) her IEP should include the transition component.

The Transition Component of Wanda’s IEP
During her IEP/transition planning meeting, Wanda indicated that although she did not have specific careers
in mind, she was interested in animals, music, children, and drawing. Wanda’s parents said that she does chores
around the house and follows 3-and 4-part instructions easily. Wanda’s father is a soft-drink distributor to small
stores in the area. One of Wanda’s jobs at home is sorting empty bottles. Her father noticed that she became much
quicker and more proficient at this task when he began to pay her a penny a bottle.

Wanda and the IEP team
decided that Wanda would

experience a variety of careers Parent Notification of IEP/Transition Planning Meeting )
and occupations during the
remainder of the school year Leeshurg County Public Schools
to help her identify career 10 Main Street

. Leestown, MD 20000
areas she might pursue after (308) 888-9999

graduating from school.
September 12, 2004

ExPIor.atory Site Mr. and Mrs. Fred Adams
Selection Route 222
Wanda and the IEP team Leestown, MD 20000

members agreed that Wanda
would begin her career explo-

ration in the school library This letter is to schedule a meeting to complete the transition planning component of

Wanda’s [EP. The purpose of Wandas transition plan is to provide her with work-based
learning activities (WBL) to assist her in developing career goals and the skills necessary
for her to reach those goals. Typically, students will be involved in four phases of WBL:
to observe at the local veteri- 1) career exploration; 2) career assessment; 3) work-related training; and 4) cooperative

nary clinic, the school day-care work experience.
center, and career and techni-

Dear Mr. and Mrs. Adams:

and cafeteria. School staff
would also arrange for Wanda

; Since Wanda will soon be fourteen, we would like to discuss with Wanda and you career
cal education classes. exploration (phase 1 of WBL) opportunities as part of the transition planning component
Wanda’s special education of her IER. We would like to schedule this discussion for October 10, 2004, at 4:00 p.m.

teacher agreed to coordinate o . . .
g . o Please let me know if this meeting date will not work for you, so we may reschedule it to
career exploration activities accommodate your schedule.
within her IEP/transition
lan. This included arrangin Sincerely,
{_I? Wandd’s visi . sing Brian Goodman, Special Education Teacher/Case Manager
or andas visits to various Lincoln Middle School

school and community sites,

25




NCSET Essential Tools

documenting Wanda’s experiences, and gathering data from each site manager regarding Wanda’s reaction to her
exploratory observations. The school provided transportation to the off-campus sites.

Wanda and her parents understood that each of these career explorations was limited to a maximum of five
hours per experience. Wanda would not be paid for any work performed. The purpose of the exploration was to
expand Wanda’s understanding of a variety of careers. Her parents agreed to support Wanda in keeping a daily log
of her activities and to discuss her observations with her throughout the activities.

The School Cafeteria

Wanda’s teacher introduced her to the manager of the school cafeteria. Wanda observed the general operations
of the cafeteria for one hour and asked questions about each phase. She was most curious about how the cooks
knew how much of each ingredient to use in making large portions. She said she did not want to serve food in the
cafeteria and have kids ask why she was doing it. During Wanda’s second visit she watched a cook make meatballs
and spaghetti. She asked a few questions, but seemed generally uninterested. She confirmed this with the manager,
her teacher, and her parents. During her third exploratory visit, Wanda measured and mixed the ingredients for
“tuna surprise.” She required some assistance in measures (pints, quarts, gallons, etc.).

Wanda’s teacher observed her frequently. She noted that Wanda got along well with the cafeteria staff and
seemed more interested in socializing than in cooking. Wanda recorded her experiences and reactions in her log
and discussed them with her teacher and parents.

The School Library

Wanda introduced herself to the school librarian, who explained how the library is organized and operated. Wanda
showed some interest in the library because of her interest in photography. She was pleased to find that the library
had a photography section and several related magazines. Wanda’s next visit was spent watching the librarian and
the library assistant do a variety of tasks: cataloging books, replacing books on the shelf, and checking books in
and out. Wanda asked very few questions about this work. The librarian told the teacher that Wanda was much
more interested in leafing through magazines than participating in library activities.

On her next visit to the library, Wanda shelved 20 books after arranging them in alphabetical order by author.
Both the librarian and her special education teacher noticed that she did this with little difficulty. During Wanda’s
exit interview with the librarian, she expressed little interest in trying other library tasks. She did become somewhat
excited when the librarian told her that one of his jobs was ordering books and magazines. She was less excited
when she found out that the librarian couldn’t

/Wanda’s IEP Transition Goals and Objectives just order books that he liked. Wanda made
notes about her experiences in her log. In a
Goals: follow-up discussion with her teacher, Wanda
* I will explore a variety of career opportunities in school and the reported that working in school didn’t seem like
community by watching work being done, talking with employ- real work. She wanted to see some real work.

ees, and trying out work under my teacher’s supervision.

* I will participate in my IEP meetings and express preferences The Veterinary Clinic

based on my career exploration experiences. Wanda’s special education teacher arranged for

Objectives: Wanda to spend five afternoons at a local veteri-
e I will talk appropriately with workers and SupCI‘ViSOIS. nary Clinic. Wanda’s teacher eXPlained the pur-
* I will ask questions about the work in each career exploration site. poses of these visits to the veterinarian, and she

. , . agreed to expose Wanda to several experiences.
* I will express my feelings and preferences about each situation Th ial od . fessional
with my special education teacher and parents. ¢ special education paraproressional ac-

companied Wanda to the veterinary clinic. The
paraprofessional stayed with Wanda during the
first observation. On this visit, the veterinarian

* I will keep a log of each experience and discuss each one with
my special education teacher and parents.
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assistant took Wanda on a tour of the clinic and explained the different operations (standard veterinary services, sur-
gery, grooming, and boarding). The assistant also explained that the veterinarian was a large and small animal doctor
who was often out of the office on house calls. Wanda was most interested in grooming and caring for the animals.

Wanda watched dog grooming during her second visit. The veterinarian also had Wanda come into an examin-
ing room to observe a routine checkup of a cat. Wanda asked if the shots hurt the cat. Wanda and the doctor had
a long conversation about administering drugs to animals.

When the paraprofessional came to pick up Wanda after her third observation, she found Wanda cleaning dog
kennels. The paraprofessional learned that the doctor was on a house call and the assistant instructed Wanda to
clean the kennels. Wanda didn’t seem to mind. But when the paraprofessional reported this to the special educa-
tion teacher, the teacher telephoned the veterinarian to explain that cleaning the kennels was not an appropriate
activity for Wanda. The doctor agreed. On her last observation Wanda and the paraprofessional accompanied the
veterinarian on a house call to examine a horse. Wanda was afraid of the big animal. She reported in her log that
it was “fun” to be around the dogs and cats, but didn’t think she wanted to be a veterinarian or a veterinarian’s as-
sistant. She did express interest in how animals are trained.

The Day Care Center
Wanda spent three mornings in the day care center operated by the high school. The center cares for the children
of high school students and other young children in the community. During her first visit, Wanda observed a
structured play activity with the four and
five year olds. During her second observa-
tion, Wanda participated in a play activity by
handing out materials and helping children

/Parent Notification of Career Exploration Sites

put on their smocks. The preschool teacher
reported that Wanda seemed to like the older
children, but was uncomfortable around

the infants. She had no interest in chang-

ing diapers. During Wanda’s last visit to the
day-care center she lost interest and spent her
time playing with a group of toddlers having
a tea party. Wanda reported in her log that
she liked most of the children and wondered
if a job like that paid very much.

The Graphics Arts Class

Leesburg High School offers a range of career
and technical education (CTE) programs.
One of these is a three-year program in graph-
ic arts. Wanda spent two afternoons observing
the activities in this CTE program. At first
she watched students selecting color combina-
tions to highlight a magazine ad. Then, at the
teacher’s invitation, she joined a small group
choosing color combinations. Wanda report-
ed in her log that she enjoyed the activity and
believed she was good at picking the colors.
The graphic arts teacher told Wanda’s middle
school teacher that Wanda had no trouble
working with the high school students.

Leesburg County Public Schools
10 Main Street
Leestown, MD 20000
(308) 888-9999
October 10, 2004

Mr. and Mrs. Fred Adams
Route 222
Leestown, MD 20000

Dear Mr. and Mrs. Adams:

Following our discussions and the development of the transition com-
ponent of Wanda’s IEP, the following career exploration sites have been
identified:

¢ School cafeteria: 3 one-hour observations

* School library: 3 one-hour observations

* Leestown Animal Clinic: 5 one-hour observations

* Leesburg High School Day Care Center: 3 one-hour observations

* Leesburg High School graphic arts class: 2 one-hour observations
The purpose of the worksite activities is to allow Wanda to experience a va-
riety of work situations and settings. Each career exploration site is limited
to no more than five hours per worksite. Wanda will be under the supervi-
sion of school staff (either a teacher or a paraprofessional on all job sites).

Enclosed is a Work-Based Learning Nonpaid Training Agreement, which
includes participation in career exploration activities. Please read it and,
if you agree, sign and return to the school.

Sincerely,
Brian Goodman, Special Education Teacher
Lincoln Middle School
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Work-Based Learning Nonpaid Training Agreement \

Student’s Name: Site/Agency:

Date of Birth: Address:

School: City: Zip code:
Teacher/Coordinator: Site/Agency Telephone #:

School Telephone #: Site/Agency Contact:

Emergency Contact Person & Telephone #: Placement Dates:

CHECK APPROPRIATE BOXES/SPACES:
O Career Exploration:
[0 Career Assessment:

O Work-Related Training:

By signing this agreement, all parties understand and agree to the following terms:
1. The employer derives no benefit from the activities of the student;
2. The student does not displace a regular employee and is closely supervised;
3. All parties understand the student is not entitled to receive any wages during the agreement time; and
4. All parties understand the student is not entitled to a job at the end of the experience.

Worksite/Supervisor Responsibilities Are To:
* Provide the student with an occupational experience of educational value appropriate to the student’s IEP/transition plan.
e Assure the student is closely supervised at the work-based learning site.
* Provide evidence of general liability insurance coverage for visitors, volunteers, and non-paid, work-based learning activities.
e Instruct the student in the competencies identified in the training plan provided and document the student’s progress when
applicable.
¢ Conduct progress reviews, when applicable, with the student (which may include the guardian and school personnel) and provide
copies of those reviews to the school.
* Not exclude students from participation in the program on the basis of race, color, creed, religion, sex, national origin, age, disability,
marital status, status in regard to public assistance or any other protected groups under state, federal, or local Equal Opportunity Laws.
* Provide student with safety training, safe equipment, and a safe and healthful workplace that conforms to all health and safety
standards of federal and state laws.
School Responsibilities Are To:
* Not exclude students from participation on the basis of color, creed, religion, sex, national origin, age, disability, marital status,
status in regard to public assistance or any other protected groups under state, federal or local Equal Opportunity Laws.
* Support the student in meeting the requirements of the student’s IEP/transition plan.
* Participate in progress reviews scheduled with mentors, student, and student’s guardian(s).
* Comply with all federal, state, and local regulations.
* Place students in appropriate work-based learning experience based on tested interests, aptitudes, and abilities and provide appro-
priate accommodations when required.
* Provide orientation and general safety instruction to the student prior to placement in a non-paid, work-based learning activity.
Parent(s)/Guardian(s) Responsibilities Are To:
* Give permission for participation in the work-based learning activity and support the student in meeting the requirements of the
program.
* Participate in any progress reviews scheduled with mentors, school personnel, and student; and communicate information vital to
the success and development of the student.
e Understand their child is not entitled to a job at the end of the activity or to receive any wages during the agreement time.
Student’s Responsibilities Are To:
* Follow all rules and guidelines set by the school district and work-based learning placement site.
* Participate in progress reviews scheduled with mentors, school personnel, and/or parent/guardian; and share information of events
or facts relevant to your progress in this program.
* Understand he or she is not entitled to a job at the end of the activity or to receive any wages during the agreement time.
Upon signing this agreement all parties agree to comply with the responsibilities listed above.

Parent(s) or Guardian(s) Date
Student Date
School Representative Date
Worksite/Agency Representative Date
A copy of the student’s Individual Training Plan is attached to this agreement.

Yes_  No___ (If no, document the reason training plan is not needed.)

Copies of this agreement should be distributed to the student, parent or guardian, and worksite/agency. The original is to be kept on
file at the school district.
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Career Day

Wanda and her mother attended the career day sponsored by the Rotary Club at her middle school. Since Wanda
lives in a rural community, many exhibits involved agriculture and small businesses. Wanda spent some time talk-
ing with the owner of a one-hour film developing shop that had just opened in a nearby community. She told her
parents she wanted to see the shop and find out more about how it worked.

Her mother telephoned the shop owner and took Wanda to observe the business on a Saturday afternoon.
Wanda was quite excited by her conversation with the owner and asked him several questions. Wanda’s mother
told her teacher that Wanda talked about this visit for several days. Wanda also asked her mother if she could con-
tinue to “work like this” when she entered high school next year.

Documentation

Wanda’s special education teacher gathered written comments or made notes when talking with each of the explo-
ration site managers. The teacher and the paraprofessional kept notes on their observations of Wanda during these
activities. The teacher also talked with Wanda’s parents several times. At the end of the school year, the teacher
wrote a summary of Wanda’s career exploration experiences, pointing out Wanda’s career preferences (e.g., child
care and photography), her responsible behavior at the worksites, and her potential to continue in a WBL pro-

gram in high school.

Wanda’s Career Exploration Experiences and the FLSA

Wanda’s participation in the career exploration component of WBL conforms to the guidelines published by the
U.S. Departments of Labor and Education. In this instance, she observed work settings in school as well as in the
community. She had the opportunity to watch and participate in work at sites exhibiting a variety of career and
occupational areas (i.e., food service, library science, veterinary science, child care, graphic arts, and photography).
However, she received no pay for any service she might have performed. She spent no more than five hours at any
one exploration site. Nor did her participation in work at any site result in an immediate advantage to the busi-
ness. Her teacher responded appropriately in contacting the veterinarian when it was reported that Wanda was
cleaning dog kennels. This activity was not carried out under supervision; it had the potential to benefit the busi-
ness and therefore would violate the guidelines for career exploration had it continued.

Wanda’s interests and preferences were considered in selecting her exploratory experiences. Her parents were
fully informed and participated in the activity. The exploration goals and objectives were clearly established as
part of the transition component of Wanda’s IEP. Wanda’s special education teacher, the paraprofessional, and site
managers supervised her assignments. It was not necessary to supervise Wanda directly at all times given her be-
havior, proficiencies, and IEP/transition plan goals and objectives. Written notes, including Wanda’s log, provided
adequate case documentation.

There is the strong potential for the results of Wanda’s career exploration experiences to influence the develop-
ment of Wanda’s IEPs during her high school years. Of particular interest to Wanda is the opportunity to enroll
in one of the career and technical education programs at Leesburg High School as part of her high school special
education program.
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Mike is 16 years old and attends a large suburban high school. Mike has a cognitive disability (IQ of 70) and

has received special education and related services since he was four years old. A substantial part of his education
program now centers on community-based instruction. His IEP goals focus on functional community skills, social
skills, and work-related skills. According to his IEP, Mike speaks in short sentences of three to five words, and of-
ten his diction is unclear. He has difficulty following directions with more than two steps. Mike sight reads words
related to his daily schedule and is typically outgoing. Mike has difficulty adapting to new routines.

Mike’s Previous WBL Experiences

Mike has participated in several career exploration
experiences since he entered high school last year.
They included observations and limited partici-
pation in a bakery, a fast-food restaurant, a large
grocery store, a dry cleaner, and a cleaning service.
Mike’s special education teacher/coordinator ob-
served Mike in each of his exploratory experiences.

Mike’s IEP Transition Goal and Objectives\

Goal:

* I will perform a variety of cleaning tasks in businesses and
private homes in the community, two hours per day, three
days per week during this school year.

Objectives:

e I will talk appropriately with my supervisor and coworkers,

as observed by my supervisor and teacher.

Transition Component of Mike’s IEP
An IEP meeting was held to review Mike’s academ-
ic and transition goals and objectives. Mike, his fa-
ther, and the other IEP team members developed a
long-term transition goal for Mike that stated Mike
would secure employment within the community
upon graduation from high school.

During the meeting, Mike expressed interest in the cleaning company that he observed as part of his career ex-
ploration activities. He enjoyed the way the company organized employees into three-person teams, and assigned
teams to residential and commercial customers who subscribe to the cleaning service. Mike’s special education
teacher knew that the cleaning company had provided career assessment and training opportunities to several
students in the past and was a positive work setting that offered a variety of jobs.

Team members decided that Mike’s teacher would seek the company’s permission to construct a career assess-
ment situation for Mike during the school year. Based on Mike’s interests and abilities, Mike and the other team
members developed his annual transition goal and a set of objectives for reaching that goal.

* [ will follow spoken and written directions, as observed by
my supervisor and teacher.

* [ will perform a variety of cleaning tasks, such as vacuuming,
washing windows, cleaning restrooms, dusting, and emptying
trash, to be observed by my supervisor and teacher.

Arrangements for Mike’s Career Assessment

Mike’s teacher met with the owner of Eaglewood Cleaning Services and discussed the possibility of the company
serving as Mike’s career assessment site. The owner remembered Mike from his career exploration experience
there. Mike’s teacher explained that the purpose of Mike’s career assessment was to evaluate him in a variety of
work-related areas including performance, ability to follow directions, and social relationships. The owner agreed.
Since all of the cleaning services provided by the company to corporate clients were performed at night, the owner
suggested assigning Mike to a team that cleaned private homes during the day. The owner also suggested assigning
Mike to one team at first so he wouldn’t have to adjust to several employees at once. The teacher promised that he
or a paraprofessional would accompany Mike to the worksite and remain there with him.

Development of Mike’s Career Assessment Plan

Mike’s teacher visited several of the company’s worksites and met the teams and supervisors before Mike began his
career assessment activities. Mike went with his teacher twice to confirm his interest in this assessment placement.
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His teacher also conducted a worksite analysis to decide if Mike would need any type of assistance to perform
the assigned tasks. Transportation was the only assistance Mike would need. To accommodate this need, Mike’s
teacher or paraprofessional would accompany him to work.

The company’s owner and Mike’s teacher chose a residential cleaning team and supervisor for Mike based on
the teacher’s observations during the worksite analysis. Mike’s teacher developed work-related and social behavior
analysis instruments to assess Mike’s job performance. These forms addressed each of Mike’s transition objectives:
work performance, ability to follow directions, and social relationships.

Mike’s supervisor, teacher, and paraprofessional met to review the assessment plan. They agreed that they would
collect data on Mike’s work rate on each task (e.g., cleaning windows, vacuuming). Mike would be expected to
perform the task just as well as employees without disabilities, although he might need more time or closer super-
vision. They also agreed to monitor Mike’s attendance, attitude, willingness to follow directions, and interactions
with coworkers. The paraprofessional would write task checklists for Mike to follow when working, and Mike’s
supervisor would reinforce these with verbal instructions.

Initially, assessment data would be collected each time Mike was at the worksite. Mike’s teacher and the parapro-
fessional would write case notes appraising Mike’s performance and behavior to supplement the data collected using
the forms. The assessment process would entail collecting data on a task or behavior, meeting with Mike to review
his performance, then reassessing his performance. Assessment would then focus on a new task or behavior. Mike’s
teacher obtained agreement to the assessment plan from Mike, his father, and the owner of the cleaning company.

Mike’s Career Assessment Experience
Mike participated as planned in his career as-
sessment placement with Eaglewood Cleaning
Services. He enjoyed the work, although he was
hesitant to talk with coworkers initially. Mike’s
teacher and the paraprofessional encouraged him
to talk by starting conversations and drawing
Mike into discussions. When Mike’s teacher or
the paraprofessional drove Mike between work-
sites, Mike expressed that he would prefer to ride
in the company van with the other cleaning team
members, as he enjoyed talking informally with
his coworkers.

Mike had difficulty following verbal directions.

(Career Assessment Plan for Mike Pendleton
(Attach plan to Individual Training Agreement)

Student’s Name:__ Mike Pendleton
Worksite/Agency: _ Eaglewood Cleaning Services
Teacher/Coordinator:_ Edward Sturgeon

During this assessment, Mike will work a residential cleaning team
for two hours per day, three days per week. The work with the
company in any one setting will not exceed 90 hours.

The following will be assessed during this work-based learning
experience as identified in Mike Pendleton’s IEP/transition goals
and objectives:

Mikes _ ability to:

1. Follow oral directions;

2. Ask for help when needed;

3. Become comfortable with changes in schedules and routines;
4. Interact appropriately with coworkers and supervisors; and

5. Perform the following cleaning tasks as well as employees
without disabiities:

a. Empty trash

b. Clean restrooms

c. Vacuum carpets
d. Wash windows

e. Dust

He relied heavily on the written task checklists.
His supervisor found that he needed to show Mike
how to do each task at least twice before Mike
could tackle it himself. Coworkers later offered
assistance as part of their routine. Both Mike’s
teacher and supervisor observed that Mike needed
to ask for help when he didn’t understand a direc-
tion or task. He just stood to the side until some-
one noticed he wasn't working. But once Mike
understood the task, he performed it efficiently
and well. Mike didn't like moving from house to
house. It took more than a month for Mike to

be comfortable with this, and when the schedule
changed, Mike still had trouble adjusting.
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After two months with the team, both Mike’s teacher and supervisor believed the career assessment was com-
plete. Mike wanted to keep working. His supervisor talked to one of his colleagues, and arranged for Mike to join
another team. Mike protested: “I want to stay here!” His father and teacher told Mike that people often change
jobs, and getting to know new situations was just a fact of working. Mike reluctantly agreed to move to a second
team. This gave Mike’s teacher the opportunity to assess him again with respect to his ability to enter new situa-
tions, establish relationships, and respond appropriately to different supervisors. The career assessment process was
repeated with similar results.

Outcomes of Mike’s Career Assessment

The career assessment showed that Mike has the potential to work on a cleaning services team. He can do the
work at productivity levels comparable to those of employees without disabilities. Mike needed to improve his
ability to follow oral directions, ask for help when he doesnt understand something, become more comfortable
with changes in schedules and routines, and gain experience and support in interacting with coworkers.

Mike’s Career Assessment Experiences and the FLSA

Mike seemed to benefit from his career assessment experience. The experience provided his teacher with the
information necessary to develop training objectives for Mike’s next WBL activity. This assessment was conducted
according to the FLSA guidelines. Eaglewood Cleaning Services was selected as the career assessment site based on
Mike’s interests and the goals and objectives of his IEP/transition plan. The career assessment plan made it clear
that Mike would require no pay, and that Eaglewood would receive no benefit from Mike’s participation. Assess-
ment data were collected systematically by school personnel and Eaglewood staff. Mike spent less than 90 hours at
Eaglewood during the school year.

In general, the school was proficient in its supervisory responsibilities. However, if Mike had ridden in the
company van without the appropriate permissions, it might have presented a liability for the school system, since
school liability requirements vary. Yet, opportunities for students to interact informally with employees is a valu-
able component of their career assessment experience, and school personnel should explore ways in which these
opportunities can be fostered. In instances such as Mike’s, perhaps the school could have arranged for the parapro-
fessional to ride in the van with Mike. He could have had the opportunity to converse informally with employees,
which was part of his assessment plan, and possibly not infringe on the school’s liability requirements. The legal
responsibility for the school, the company, and the driver of the van must be clear prior to allowing Mike to ride
in the van with or without a school representative accompanying him.

The career assessment component requires that when all possible information about the student’s training needs
has been collected, it’s time to move the student to a work situation in which new information can be obtained.
Mike’s teacher was correct to move him to another team when the teacher and supervisor believed the initial as-
sessment data collection process was complete. More data were needed on Mike’s abilities to enter new situations
and establish positive peer and supervisory relationships. Since Mike had not spent 90 hours at the Eaglewood
Cleaning Services site, and more assessment data could be obtained there, it was appropriate he join a second team
for this purpose.
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Marilyn is a 17-year-old who has a physical disability and moderate mental retardation. While she is ambulatory,
health-related problems limit her ability to walk long distances. Marilyn attends an urban high school where she
participates in regular classes and receives consultative assistance from the special education and related services
staff. Marilyn speaks in single syllable words and rarely uses whole sentences. Her receptive vocabulary, however,
is much greater than her expressive vocabulary, and she can follow two-step directions. Marilyn knows some sign
language and recognizes picture symbols on a daily schedule board that she uses.

Marilyn’s Previous WBL Experiences

Marilyn’s previous WBL experiences included sorting materials for recycling, custodial work in a community
center, and laundry service in a downtown hotel. Under the supervision of her job coach, Marilyn completed a
comprehensive career assessment in the laundry facility at the Brentwood Inn.

Transition Component of Marilyn’s IEP

During her IEP/transition planning meeting to discuss work-related training, Marilyn expressed a clear preference
for training in a laundry service. Her job performance and general attitude during her career assessment at the
Brentwood Inn laundry facility reinforced Marilyn’s choice for training.

During the assessment phase, her job coach found that Marilyn could perform two basic tasks: sorting soiled
laundry and folding clean laundry. In sorting, Marilyn worked at approximately 40 percent of the rate of regular
employees. Her work rate was 20 percent of the rate of regular employees in folding laundry. Her job coach also
noted that Marilyn did not like her routine changed. If she had been sorting for several days, she resisted switching
to folding. She also had trouble dealing with a different supervisor if her regular supervisor was ill or had a day off.
Her job coach suggested that Marilyn receive instruction on how to take a break on the job site and interact with
other employees.

Marilyn and her parents understood that her training would be no longer than three hours per day, three days
a week, and would not exceed 120 hours. The school would provide transportation to the Brentwood Inn and the
job coach or a paraprofessional would be on-site at least two days a week. When her job coach or paraprofessional
was not at the worksite, Marilyn would report to the laundry supervisor and receive her training from him and
another hotel employee who would work with Marilyn. There would also be three other students in training at the
Brentwood Inn, one in laundry service and two in general housekeeping.

Marilyn’s Work-Related Training at the
Brentwood Inn
Marilyn’s job coach shared the IEP transition objectives
related to Marilyn’s work-related training with the laundry
supervisor and the employee assigned to work with Marilyn.
The plan called for the job coach to be on-site during the
initiation of new or expanded tasks and to provide assis-
tance to the supervisor on specific strategies and techniques.
Marilyn’s special education WBL teacher/coordinator wrote
an agreement outlining the purposes of Marilyn’s work-re-
lated training and the expectations for both the Brentwood
Inn and the school system. The hotel management, Mari-
lyn, and her parents accepted the agreement.

Marilyn began her work-related training at the beginning
of the second semester. Her job coach stayed with Marilyn

/Marilyn’s IEP Transition Objectives

Marilyns IEP transition component reflected the outcomes
of her assessment and the recommendations of her job coach.

Objectives:

* I will increase how much laundry I fold and sort,
as observed by my supervisor and job coach.

* I will learn how to load washers, add detergent,
unload washers, and place items in the dryer, as
observed by my supervisor and job coach.

e [ will learn how to have conversations with other
employees, use the snack machine, and use the
restroom during break time, as observed by my

supervisor and job coach.
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the first week and established the desired training programs and data collection instruments. During the second
week the job coach stayed on-site.

By the end of the second week, her job coach and supervisor concurred that Marilyn could work independently
under the direction of the laundry supervisor until new tasks were introduced. The job coach was present each
time Marilyn was introduced to a new task. Because Marilyn was in a training program, her supervisor collected
the same data on Marilyn’s performance that her job coach collected. Her job coach worked with the supervisor
in collecting data and giving Marilyn feedback for a week. Then the supervisor took over these responsibilities.
The job coach, supervisor, and Marilyn scheduled a conference each week to discuss Marilyn’s progress and decide
when new training activities would be initiated.

During Marilyn’s initial training in laundry sorting, both her job coach and supervisor saw that Marilyn’s rate de-
clined after the first work hour. Her job coach suggested that fatigue may be a factor. The laundry supervisor arranged
for Marilyn to work at a large table with a stool. This improved Marilyn’s work rate. Marilyn also had trouble during
breaks. She needed to be prompted to take a break, and was reluctant to begin talking with other employees, even the
one with whom she worked closely. Her job coach noticed that when Marilyn took a break with another student in

the training pro-

\ gram, she not only

Individual Work-Related Training Plan for Marilyn Busch interacted with her
(Attach plan to Individual Training Agreement) schoolmate but
with hotel employ-

Student’s Name:_ Marilyn Busch
Worksite/Agency:__ Brentwood Inn :
Teacher/Coordinator:__ Lorraine Stuart laundry supervisor

Job Coach:___Karin Bixby Changed the break
schedule so that

ees as well. The

As part of Marilyn’s work-based learning experiences, she will participate in nonpaid, work-related train- .
ing for three hours per day, three days per week that will not exceed 120 total hours. Marilyn and her

friend had breaks

The following will be assessed during this work-based learning experience as as identified in Marilyn t h
5 30 o Oget €r.
Busch’s IEP/transition goals and objectives: s
Marilyn’s job
Marilyn _ will: coach observed
1. Sort & fold laundry: her at least twice
a week and

a. Increasing her work rate to 75% of the rate of hotel employees*; and
documented all

observations. She
discussed Marilyn’s
work behavior and
performance with

b. Transition from required supervision by a job coach to supervision by the laundry supervisor.
2. Learn to:

a. Load washers;

b. Add detergent;

c. Unload washers; and the hotel employ—

d. Place items in a dryer. ees and Marilyn’s
3. Learn to: parents on a

a. Converse with other employees; weekly basis. Her

b. Use the snack machine; and JOb coach asked

Marilyn’s parents
to provide her with
Anecdotal records will be kept during the initial break periods. When it is determined that Marilyn’s more situations
“break behavior” is appropriate, her job coach or paraprofessional will withdraw, and Marilyn will take
breaks with her “buddy” and/or other hotel employees. Marilyn’s job coach will continue to collect data
on an intermittent basis and review Marilyn’s behavior in the weekly meetings.

c. Use the restroom during break time.

in which Marilyn
could make deci-
sions (e.g., helping
plan dinner, select-

*New training activities will be initiated once the 75% work rate has been achieved.
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ing her clothes). She felt this would help Marilyn make decisions at work, particularly in how to use her break time.

Marilyn continued to experience difficulty in switching tasks, even when she had previously demonstrated that
she could efficiently perform the new task. Marilyn used symbol cards to help her switch assignments. The cards
were placed on a board, and when she completed one task, Marilyn returned the card to the board and took the
next card illustrating the new task. Marilyn checked off tasks as she completed them. Marilyn’s job coach devel-
oped a data form that recorded Marilyn’s activities and reported the data to the teacher/coordinator.

Results of Marilyn’s Work-Related Training Experience

Marilyn’s job coach and supervisor reported that Marilyn was productive and dependable and met the work-
related training criteria established in Marilyn’s IEP/transition plan. As a result of her performance, Marilyn was
offered a part-time, paid position in the Brentwood Inn laundry service.

Marilyn’s Work-Related Training Experience and the FLSA

Marilyn’s work-related training experience met all of the guidelines established by the U.S. Departments of Labor
and Education for nonpaid, nonemployment relationships according to the FLSA. Training site selection was
consistent with Marilyn’s transition plan objectives, results of her previous WBL activities, and her own vocational
preferences. An Individual Training Agreement was signed by Marilyn, her parents, a representative from the
Brentwood Inn, and a school representative. The agreement stated that the training was part of Marilyn’s educa-
tional program and would be under the supervision of school personnel; the training period would not exceed 120
hours; Marilyn would not be paid during this time; and Marilyn would not replace an employee in his or her job,
but would work with regular hotel employees. Marilyn was assigned to a supervisor and a hotel employee. Mari-
lyn’s job coach, hotel supervisor, and assigned employee made several adaptations to her work routines to enable
her to succeed. Her productivity rates increased to 75% of the rate of hotel laundry employees.

If Marilyn and her parents decide to accept the Brentwood Inn’s offer of part-time employment, Marilyn will
enter the cooperative work experience component of WBL. With Marilyn’s job coach and other school person-
nel, the employer must ensure that this placement meets FLSA requirements. There are several options. Marilyn
could be paid the same wages as those earned by hotel employees. Since Marilyn is under age 20, she may initially
be paid a training wage, for the first 90 consecutive days of employment under FLSA regulations. Following the
90 days, the employer would be required to pay regular wages. Or, Marilyn could be paid a “commensurate wage
rate” that is proportionate to the wage and productivity of regular hotel employees. Her current work rate is at the
75% level when compared to regular employees. If this commensurate wage is less than minimum wage ($5.15),
the Brentwood Inn and the school district must apply to the DOL Wage and Hour Division for approval under
Section 14 of the FLSA. They must obtain the required certificate to pay a commensurate wage less than the mini-
mum wage before Marilyn begins part-time employment.
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E le 4: C tive Work Experi 0 2 Rest  Setti

Greg is 19 years old and eligible to graduate from high \
school at the end of the school year. He has a cognitive Greg’s IEP Transition Objectives
disability. Greg is highly verbal and reads at a second-grade
level. He has basic money skills and knows how to use the
bus system in his suburban community. Greg began receiv-
ing special education services in the third grade. When he « I will learn how to use correct job interviewing skills.
entered high schf)ol, .Greg was placed in regular classes with « T will develop a résumé with the help of my school
resource instruction in reading and math. Greg has had counselor and parents.

several encounters with the juvenile authorities while in

The transition component of Greg’s IEP included the
following objectives:

. . p * I will work part-time during the second semester at
high school. His most recent offense—shoplifting—resulted ajobin mypcommunity. 8

in his spending six months in a juvenile corrections facility.
When he returned to school, his IEP team focused his spe-
cial education program on helping him modify his behavior.

Transition Component of Greg’s IEP

At his IEP/transition planning meeting, Greg said that he was interested in the restaurant business. As part of a
career and technical education program in consumerism he completed during his junior year, Greg had the op-
portunity to visit a variety of businesses in his community. Restaurants attracted his attention. The team agreed
that one transition component of his IEP should focus on preparing Greg for employment after graduation. Greg’s
WBL teacher/coordinator agreed to search for a cooperative work experience in the food industry as part of his
special education program.

Greg’s parents worked with him to prepare a résumé, reviewed by the teacher/coordinator. The teacher/
coordinator also had Greg complete several job applications and participate in simulated interviews with school
staff and local community business volunteers.

The teacher/coordinator spoke about Greg with the manager of Pizza Time Restaurant. The owner agreed to
interview Greg with the possibility of offering him a part-time job. The owner understood that if Greg was hired
he would be paid the same salary as other employees in that position. Greg would have the opportunity to try
several different work tasks under the supervision of the owner or a manager.

The owner interviewed Greg and offered him the job on a trial basis. Greg would work as a utility person,
clearing dishes and utensils from tables, wiping tables, setting tables, and filling water glasses and salt and pepper
containers. The job was 15 hours per week (11:00 a.m. - 2:00 p.m.) for five days a week. Greg would begin dur-
ing the second semester. The teacher/coordinator worked with the counselor to rearrange Greg’s second semester
classes to fit this work schedule, thus making sure Greg would be able to meet his IEP goals and graduate.

The restaurant owner and school personnel agreed that this was an educational experience for Greg although
he was being paid. The owner would complete a weekly report on Greg’s activities and send it to the teacher/
coordinator. Similarly, either Greg’s WBL coordinator or his special education teacher would observe Greg at work
at least four times during the semester. The teacher/coordinator assured the owner that school personnel would
help him in working with Greg if necessary.

Greg’s Part-Time Job at Pizza Time
Greg’s WBL coordinator went with him to work his first day. Pizza Time owner Mr. Hargrove, the teacher/
coordinator, and Greg talked about the terms of his employment to clarify expectations. Greg jumped right in
to work. Mr. Hargrove’s first three weekly reports were very positive. The teacher/coordinator noted that he was
motivated and had a positive attitude toward his work.

During the fourth week, the teacher/coordinator received a telephone call from Mr. Hargrove. He explained
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that Greg had reported to work that week in
a bad mood and was negative to customers on
three occasions. Mr. Hargrove was concerned;
he had spoken to Greg about his behavior
with little success. The teacher/coordinator
telephoned Greg’s parents and reported the
situation. They spoke with Greg. It seems
that Greg’s bus ran late that week, and Greg
was anxious about getting to work on time.
This anxiety showed in his attitude toward his
coworkers and customers.

Upon learning of this situation, the teacher/
coordinator called Mr. Hargrove to explain.
She also talked with Greg. Since Greg couldn’t
leave school earlier than 10:15 a.m., everyone
agreed that he wouldn’t be penalized if late for
work due to traffic and bus operations.

Mr. Hargrove explained this to Greg. With
this pressure removed, Greg was fine. The WBL
coordinator and special education teacher saw
Greg’s confidence and productivity improve.

Results of Greg’s Cooperative Work
Experience at Pizza Time
Greg worked on Saturdays when regular em-
ployees were absent or when the restaurant was
busy. Mr. Hargrove expanded Greg’s respon-
sibilities to include taking carry-out orders on
the telephone and working the front counter.
As a result, Greg’s money skills improved great-
ly. Greg also got a raise of 50 cents an hour.
Greg’s school work did not suffer as a result
of his work at Pizza Time. In fact, it improved.
Greg’s parents believed this was due, in part,

/Confirmation Letter to Pizza Time Restaurant

Lincoln High School
2115 Mason Blvd.
Taylorsville, 1A 24356
(415) 888-0011

October 1, 2004

Mr. Harry Hargrove
Pizza Time Restaurant
75 Rockaway Drive
Taylorsville, IA 24357

Dear Mr. Hargrove:

I am very pleased that you have offered Greg Nelson part-time employ-
ment on a trial basis. Greg will work for you as part of the work-based
learning program here at Lincoln High School. We will rearrange
Greg’s school schedule so that he can work as a utility person during

the lunch shift.

Everyone involved wants this to be a positive learning experience for
Greg. I appreciate your willingness to provide him with a variety of
experiences in your restaurant. I believe you will find him to be a good
employee who wants to learn.

Greg and his parents understand that he will earn minimum wage (cur-
rently $5.15 per hour) while working for you. This is the same wage paid
to all new employees in his position. It is also understood that you are
under no obligation to retain Greg as an employee when he graduates.

Enclosed is a weekly review sheet for Greg, the Individual Training Plan
and your copy of the Individual Training Agreement. Please fill out the
review sheet and send it to me. Your copy of the training agreement and
training plan should be kept on file. Greg and his parents understand
that you may terminate his part-time employment if he is not perform-
ing adequately. Please do not hesitate to telephone me if at any time you
have questions or if we may be of assistance. Thank you again for provid-
ing this cooperative work experience.

Sincerely,
Myrtle Gleason, Work-Based Learning Teacher/Coordinator
Lincoln High School

to the fact that Mr. Hargrove would ask Greg periodically how his school work was coming along.
Mr. Hargrove offered Greg a full-time position as a waiter following graduation. Greg accepted this offer. In ad-
dition, Mr. Hargrove suggested that Greg consider enrolling in a training program for potential restaurant manag-

ers while he works at Pizza Time.

Greg’s Cooperative Work Experience and the FLSA

Greg’s part-time employment at Pizza Time was consistent with FLSA requirements. Since he earned minimum

wage, there was no need to apply for waivers or special certificates from the Department of Labor Wage and Hour
Division. Greg’s employer accepted supervisory responsibility. Since Greg was 19 years old, there were no restric-
tions on the number of hours worked in nonhazardous jobs.

The experience met Greg’s desire to work and conformed to the transition component of his IEP. While Mr.
Hargrove was not obligated to employ Greg after the WBL experience, he did so. Greg attained his transition goal
of full-time employment following high school graduation.

37




NCSET Essential Tools

/Cooperative Work Experience

Employer’s Reporting Form

Student

Employer

Week of:

Please rate the student on each of the following using a scale from 1-5
points with 5 representing a level consistent with or exceeding employees
without disabilities to 1 representing a marked lack of performance.

1. Student reports to work on time
2. Student finished assigned work
3. Student respects supervisor and coworkers

4. Student follows supervisor’s directions

e
NN N NN
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5. Student dresses appropriately

Comments:
New work activities in which the student engaged this week were:

1.

2.

Employer’s Signature

Student’s Signature
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Pizza Time paid Greg, but the school
shared responsibility for his WBL place-
ment. When Greg experienced difficulties on
the job, the WBL teacher/coordinator and
his parents helped Greg resolve the situa-
tion. Both the WBL coordinator and special
education teacher monitored his job perfor-
mance as needed. The placement was clearly
consistent with the definition of cooperative
work experience.
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E le 5: C Exoloration in Two Suburban Small Busi Setti

Stephen is 15 years old and attends high school.
He has a cognitive disability with an IQ of 49.
Steven is nonverbal but can recognize picture
symbols related to daily activities and uses basic
signs to communicate. He has received a variety
of special education and related services since
he was age three. During the past school year
Stephen was involved in two WBL experiences.
The first was in a warchouse where employees
sorted paper and other office material for recy-
cling. The other was with a maintenance crew
in an office building that collected and sorted
recyclable materials. A paraprofessional went
with Stephen to each of these sites. The school
provided transportation.

Stephen’s IEP Transition Goal and Objectives\

Goal:
I will participate in a minimum of two career exploration programs
during the first semester of the 2003-2004 school year.

Objectives:
* I will check how I look before going to a site.

e I will start conversations with employees at the sites and ask
questions about job tasks.

o I will participate in IEP meetings and talk about which work
experiences I like.

Stephen’s Transition Plan for the School Year

Stephen, his parents, and school staff agreed that Stephen should have more WBL experiences. At his IEP/
transition planning meeting, Stephen, his parents, and other IEP team members decided that Stephen’s transition
plan should reflect goals and objectives that not only focused on specific work skills, but also on social skills. Ste-
phen indicated that he is interested in baseball cards, computer games, and television. His father said that Stephen
also enjoys physical work, particularly working in the yard with him. Stephen and the rest of the team members
decided that Stephen would participate in the career exploration component of the school’s WBL program, and
work on his social skills in community environments. Stephen’s teacher contacted Jacob’s Lawn and Garden Cen-
ter, a local garden supply store and nursery.

In selecting career exploration sites, Stephen’s interests and abilities were considered. Team members also felt it
was important that Stephen experience worksites different from those he was exposed to in past WBL activities.
Mr. Jacobs, the owner, had not participated in a WBL program before, but he was willing to try. The teacher ex-
plained that Stephen would be scheduled for five one-hour visits to the lawn and garden center and would be ac-
companied by school staff. The teacher also explained that Stephen was nonverbal, but could converse using basic
signs. Mr. Jacobs agreed to show Stephen the basic operations of the garden center and allow him to try some tasks
while being supervised by the paraprofessional.

A paraprofessional in Stephen’s school knew the owner of the Sports Time Card Shop, a small business operated by
the owner with part-time help on weekends. Stephen’s teacher and paraprofessional went to see the card shop owner
to discuss the possibility of a career exploration placement for Stephen. The owner was hesitant, primarily because of
the value of some cards in the shop. When the teacher agreed to be on-site with Stephen, the owner agreed.

Stephen’s teacher sent a follow-up letter to the owners of both businesses and to Stephen’s parents confirming
the exploratory placements, the purpose, and the requirements. In the letter to Stephen’s parents, Stephen’s teacher
provided a description of each site. The letter to the business owners outlined the purpose of Stephen’s visits and
the obligations of the businesses and the school. His parents gave their permission for Stephen to participate in
these career exploration activities.
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Stephen’s Career Exploration Experiences

Jacobs Lawn and Garden Center

Stephen watched employees doing general maintenance activities like stocking, loading and unloading trucks, and
cleaning equipment at the nursery. He also observed them watering shrubs, planting flowers, and repotting bushes
in the greenhouse. He particularly liked an older worker who showed him how to snip dead leaves from plants.
During Stephen’s visits to the lawn and garden center, the owner and the older worker took extra time with him.
They even learned a few basic signs from Stephen to assist in communicating.

Stephen asked several questions during his visits. With the help of the paraprofessional, Stephen asked how often
plants needed to be watered, why some plants were grown in the hothouse, and the age required to work at the nurs-
ery. Mrs. LaMore, the paraprofessional, commented to his parents and teacher that she had never seen him so outgo-
ing. Stephen was most happy when he was outside in the tree operation of the business. He particularly liked bagging

young trees for sale. Stephen signed to the paraprofessional
and the owner that he would like to plant a tree. The owner

told him that he hoped he would have the chance to do that.

Sports Time Card Shop

Stephen was very excited when he entered the card shop.
He wanted to look at and touch everything. The owner
was nervous. He said that sorting through the cards he
purchased at card shows was a big job. Cards are sorted

by team, year, and value. The teacher asked if Stephen
could try sorting cards by team. The owner had a stack of
cards that he didn’t consider to have much value, which

he hadn’t yet sorted. Stephen’s task was to sort the cards by
team, which he picked by players’ uniforms. The teacher
noted that Stephen was more interested in examining than
sorting each card. She terminated the activity after 15 min-
utes. The remainder of Stephen’s first visit was spent with
the owner as he organized display cases. Stephen showed
little interest in this activity. The second and third visits to
the card store did not go well, according to the anecdotal
records kept by the teacher. Stephen lost interest quickly in
the routine tasks of the card shop, and the owner was not
comfortable with the situation. Stephen decided he wanted
to stop his exploratory visits to the card shop.

Results of Stephen’s Career Exploration
Experiences

Stephen, his parents, and the teacher met to discuss the
results of his experiences. While they agreed that the experi-
ence with Sports Time Card Shop had not worked out, it
provided information that was useful to future decision-
making. Stephen really enjoyed Jacob’s Lawn and Garden
Center and had asked to work there again. Stephen’s parents

said that he was really excited on the days that he went there.

They noticed a difference in his dress and his attitude about
going to school. They also said that Stephen talked about his
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Parent Confirmation Letter \

Oakdale High School
1000 Washington Street
Locus Grove, GA 76666
(613) 667-7778
September 20, 2004

Mr. and Mrs. Harold Hendrix
22 Rose Street
Locus Grove, GA 76667

Dear Mr. and Mrs. Hendrix:

I am pleased to confirm that we have found two career
exploration sites for Stephen, as part of his special
education program this year. These sites are the Jacob’s
Lawn and Garden Shop and the Sports Time Card Shop.
Stephen will spend no more than five hours observing
and talking with employees at each site. Mrs. LaMore,
paraprofessional, will accompany Stephen to Jacob’s Lawn

and Garden Shop. I will be with Stephen at Sports Time.

The purpose of these exploratory activities is to allow
Stephen to observe a variety of job situations to famil-
iarize him with career options. Stephen will not be ex-
pected to work during his visits, but he may participate
in some tasks to increase his understanding of the jobs
carried out there. Stephen will not receive any wages for
these activities.

Mis. LaMore and I will keep notes on Stephen’s experi-
ences and share them with you. We also encourage you
to discuss Stephen’s experiences with him. This will help
us in developing prospective career plans with Stephen.
Please read, sign, and return to me the attached training
agreement. When all parties have signed, a copy will be
sent to you. If you have any questions, do not hesitate
to call me.

Sincerely,
Ellen Treadwell

Department of Special Services
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visits and even offered his dad some tips on gardening. The team decided that Stephen’s teacher would contact Mr.
Jacobs, the owner, to explore the possibility of using the lawn and garden center as a career assessment site.

Stephen’s Career Exploratory Experiences and the FLSA
Career exploration proved to be a valuable activity for Stephen, his parents, and his teachers to use in identifying
future transition goals and objectives. The planning, preparation, and supervision were all carried out according to
the U.S. Departments of Labor and Education guidelines governing nonemployment placements. Stephen spent
a maximum of 5 hours at each career exploration site. Stephen’s parents appeared fully informed, and the experi-
ences were clearly consistent with Stephen’s IED.

The school could pursue placing Stephen in Jacob’s Lawn and Garden Center during this school year as a career
assessment activity. More than one WBL component can occur in a single school year as long as the maximum
hour requirements for each component are not exceeded.
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Mindy is 16 years old and a

sophomore in high school. Mindy’s Long- and Short-Term Transition Goal and Objectives )
She has cerebral palsy and

uses a motorized wheelchair Long-Term Goal:

to travel from place 0 place * I will be employed, with appropriate supports, in the community after high school.

agd has a cognitive d.lsablhty Short.Term Goal:

with an IQ of 70. Mmdy * ] will explore my career interests and abilities and increase self-confidence through career
talks using a Dynavox (a assessment experiences.

voice computer), along Objectives:

with facial expressions and

gestures. She is very social,
never hesitating to initiate * I will participate in IEP meetings and express my preferences for work experiences.

o I will participate in career assessment activities at a community worksite placement.

conversations with others. * I will learn new vocabulary on the Dynavox related to work and work activities.

¢ [ will become more self-reliant.

Transition Component
of Mindy’s IEP

The previous transition
component of Mindy’s IEP established a goal that she would be employed in the community, with appropriate
supports, after high school. Mindy’s career exploration experiences within the school included observing other
students sort bottles and cans from the refreshment machines and assisting office staff in filing student records. At
Mindy’s most recent IEP/transition planning meeting, Mindy, her parents, and other team members decided that
Mindy should have more worksite placement opportunities in the community. Team members, including Mindy,
concurred that she wanted to go into the assessment phase of WBL.

Taking Mindy’s interests and abilities into consideration, the school’s WBL coordinator identified an assessment
site at Global Operations, Inc., a firm that sorts a variety of records and other office supplies and shreds unwanted
materials. Global Operations agreed to serve as an assessment site for Mindy, and after visiting the company,
Mindy and her parents agreed to the worksite placement. Mindy’s career assessment would be under the direct
supervision of the job coach, who would always be present.

Mindy and the rest of the IEP team members met again and developed transition objectives with her at the
placement site. The assessment objectives did
not include work and social interactions with
supervisors and coworkers. Rather, this activity
focused on Mindy’s mobility, communication ca-
pabilities, task performance, and stamina. A job
coach would accompany Mindy to the worksite
and keep anecdotal records of her interactions
with employees to use as a basis for developing
subsequent assessments in other sites.

Mindy’s Transition Objectives for her Career\
Assessment at Global Operations, Inc.

T will:
* Use my Dynavox to ask for records to be sorted, shredded, or

recycled, as observed by my teacher/coordinator or job coach.

* Work at a steady pace, as observed by my teacher/coordinator
or job coach.

Preparations at Global Operations

The teacher/coordinator visited Global Opera-
tions three times prior to Mindy’s placement. He
observed the office routines, assessed the work
rates of other employees, met with the rehabili-
tation counselor seeking assistive technology

* Work for one-hour periods, as observed by my teacher/
coordinator or job coach.

* Travel by myself from the school bus to Global Operations and
use the elevator.

e Ask for help to use the restroom when I need it.
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information that would support Mindy, and talked with Mindy’s supervisor and coworkers. After these visits, he
developed a career assessment plan. The plan assessed Mindy’s ability to:

* Leave the school bus, enter the building, use the elevator, and report to her work station;
* Report to her work supervisor and request her assignment;

* Retrieve documents;

* Sort documents to be shredded or recycled;

e Shred the correct documents; and

* Request assistance from a coworker in using the restroom.

Mindy’s Career Assessment at Global Operations

Mindy’s job coach designed a process for introducing Mindy to her career assessment activities. On the first trip to

Global Operations, he helped Mindy into the building and told her that her work station was on the 6th floor. He

asked if she knew how to use the elevator. In the elevator Mindy knew that she needed to push a button for the 6th
floor, but was not sure which button to push. The job coach helped by showing Mindy the 6th floor button. Once
on the 6th floor, Mindy met her supervisor and learned that she would report to her supervisor first, upon arriving

at the office. Mindy successfully returned to the elevator and learned to select lobby to get to the ground floor.

Mindy’s second visit was like her first. In addition, her job coach introduced Mindy to an employee who would
provide her with the materials for sorting, shredding, or recycling. On the trip out of the building, Mindy’s job
coach noticed her hesitancy to enter the elevator with other people. He suggested that she say “excuse me,” and
back her wheelchair inside.

During the third visit, Mindy’s job coach showed her how to retrieve the materials she would need to do her
job. Without help, Mindy went to her work station and requested her assignment. She then went to the distribu-
tion point, but did not ask for the documents to be sorted. The job coach waited, but eventually needed to give
her a cue to request her work.

As new tasks were introduced, Mindy’s job coach tracked her time-on-task behavior. He began with 15-minute
intervals and continued to lengthen
them up to one hour. Mindy en-
joyed the work and quickly met her
job criteria.

Mindy seemed comfortable with
a female coworker, who provided
her with the materials for complet-
ing job tasks. Mindy initiated con-
versation with her, joking around
or asking her questions related to
Mindy’s job tasks. Mindy asked
her coworker if she would accom-
pany her to the restroom and assist
her when necessary. The coworker
agreed to do this. Mindy’s job coach
complimented her on her self-as-
sertiveness in asking this coworker

/Parent Permission Form for Transportation of Student

Rosecroft Public Schools Work-Based Learning Program

Please sign and date the permission form and return to the work-based learning
coordinator at Rosecroft High School. (The signed form will be attached to the
Training Agreement.)

I give permission for my daughter, Mindy Lovell, to be transported by school
personnel to and from the career assessment site at Global Operations, Inc. I
understand Rosecroft High School personnel will maintain responsibility for and
supervision of Mindy at all times.

This permission form will be in effect from October 1, 2004 through December
1, 2004.

I understand that if Mindy’s participation is not acceptable to me, the school, or
the business, these activities will cease.

Parent’s Signature to assist her.
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Results of Mindy’s Career Assessment

Mindy remained in this assessment situation for two months, working two hours per day, four days per week, for
a total of 64 hours. Upon collecting adequate assessment data on Mindy’s transition objectives, the WBL teacher/
coordinator ended the activity. He concluded that Mindy could and did respond appropriately to the work situ-
ation. She had the necessary independent mobility to enter the office, the communication skills to request work,
the organizational skills to follow directions, and the stamina and task behavior to complete assignments. He
believed that Mindy could benefit from more assessment activities in other settings. He asked Mindy if she wanted
more assessment experience. She said she did.

The case manager, special education teacher, WBL teacher/coordinator, job coach, Mindy, and her parents dis-
cussed the assessment results. Mindy enjoyed her assessment experience, and her parents were pleased that Mindy
was sharing her work experiences with them. Her parents discussed their jobs with her and were encouraged by
the way in which Mindy was able to relate to the work world.

Planning Mindy’s Next Career Assessment

The WBL teacher/coordinator maintained his recommendation that Mindy participate in more assessment situ-
ations to make sure she could generalize the behavior she exhibited in this situation. He also wanted to expand
the career assessment component to look at additional social skills, particularly interactions with coworkers. He
explained that Mindy’s past worksite tended to isolate employees because of the nature of the work. Mindy and
her parents agreed that additional assessment situations would be helpful, particularly since Mindy had limited
career exploration experiences.

At a subsequent IEP meeting, Mindy and the other team members discussed the possibility of Mindy partici-
pating in a career assessment at a local thrift store. This experience would allow Mindy to enhance her indepen-
dence. The store was on a transportation line served by buses equipped for wheelchairs, thus Mindy would have
the opportunity to ride the city bus. Mindy would be involved in sorting collected clothing items by type and
quality. Mindy stated that she enjoyed her job tasks at Global Operations, which also involved sorting, and that
she would like to work at the thrift store. The teacher/coordinator and job coach would remain involved but to a
lesser degree, and would continue to collect data.

Mindy’s Career Assessment and the FLSA
Mindy’s career assessment activities were planned and conducted according to the FLSA guidelines for such expe-
riences. The assignment was consistent with Mindy’s transition goals and objectives. Mindy and her parents were
involved in the process. The school’s job coach supervised Mindy on the job. The assessment results provided use-
ful information on Mindy’s transition objectives and in planning Mindy’s subsequent career assessment activities.
Mindy’s teacher/coordinator was extremely conscientious in adhering to FLSA guidelines. Had Mindy re-
mained at Global Operations much longer, she would have exceeded the 90-hour limit established under the
FLSA guidelines for career assessment. Both the teacher/coordinator and Mindy’s parents believed that the Global
Operations placement had yielded as much assessment data as possible, and that a second site was needed to assess
Mindy’s independent performance in a more integrated setting. They reconvened the IEP team and selected the
thrift store as a subsequent career assessment site for Mindy.
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: le 7: Work-Related Trainind in Three Workplace Settinas

Jason is a high-school junior with moderate mental re-
tardation. He is currently receiving instruction in read-
ing and language arts, physical education, consumer
math, and industrial technology. Jason reads at approxi-
mately the third-grade level. He travels throughout the
community on his bicycle. Work-based learning is part
of Jason’s special education program.

Jason’s Transition Goal and Objectives )

Goal:
eI will receive work-related training at three worksites
in the community.

Objectives:
1 will:

* Use a time clock correctly to begin and end work, as
observed by my job coach and supervisor.

Transition Component of Jason’s IEP
Last year Jason’s WBL program included career assess-
ment as part of his industrial technology program. The
assessment showed that Jason had a variety of career in-
terests, good hand-eye coordination, the ability to fol-
low written and verbal instructions, and that he could
perform tasks accurately and efficiently. Jason and his
parents agreed with school personnel that no additional
assessment was required; Jason could go directly into
work-related training in a community setting.

During an [EP/transition planning meeting held
at the beginning of the school year, Jason, his parents,
and the other IEP team members established the transition goal that Jason would receive work-related training at
three worksites. Each training opportunity would be three hours per day for about eight weeks for a total of about
120 hours. Jason’s involvement in multiple worksites would enable him to generalize basic job skills. The team
agreed that Jason would visit prospective training sites and make his own selections.

e Arrive at work on time and follow a break schedule, as
observed by my job coach and supervisor.

e Talk correctly with supervisors and coworkers.

e Participate in my work evaluations, adding positive and
negative comments and accepting constructive comments.

¢ Read work information and follow directions, as observed
by my job coach and supervisor.

Jason’s Work-Related Training Experiences

Jason observed and interviewed at five worksites. He selected three for his work-related training experiences: a
hospital, a grocery store, and a hardware store. Jason and his job coach developed specific competencies for him to
attain during each work-related training experience. They were as follows:

* Whitefield Farms Groceries: Properly pack grocery bags; collect carts from parking lot; observe street safety;
stock shelves; mop/clean up spills and broken glass; sweep; and load groceries into cars.

* Marion County General Hospital: Deliver meal trays to patient rooms; match the name on the tray to the
name on the bed; push large delivery carts loaded with trays to rooms on three floors; load carts for delivery;
collect trays after meals; empty carts; dispose of trash and sort utensils, glassware, and plates; load dishwasher;
and provide patients with basic assistance.

* Morgan’s Hardware Store, Inc.: Sweep aisles; unload and load supply trucks; load customer cars; stock shelves;
price hardware items; help customers; and direct customers to appropriate personnel for assistance.

Jason’s job coach went with him during the first few weeks he was involved at each site. The coach instructed
and helped Jason interact with employees. An employee at each site supervised Jason’s training after this introduc-
tory period. The job coach or other school staff met with the employee/supervisor and Jason weekly. Appropriate
school staff recorded and compiled case notes on Jason’s progress at each training site. Written evaluations oc-
curred at the end of the job coach’s supervisory period and at the end of each training experience. The employee/
supervisor, Jason, and the job coach participated in these evaluations.
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Results of Jason’s Work-Related Training Experiences

Jason was successful in all three training situations, according to his job coach and the evaluations of the site supervi-
sors. Jason’s parents reported that he obviously enjoyed working because he frequently told them about his experienc-
es and interactions with coworkers. All of Jason’s site supervisors commented on his positive attitude and willingness
to take on any tasks assigned. Jason said he liked all three jobs, but particularly enjoyed interacting with the patients
at the hospital. His hospital supervisor mentioned the possibility of hiring him as an orderly during the summer.

Jason’s Work-Related Training Program and the FLSA

Jason’s work-related training experiences were extremely successful. They were also planned and carried out ac-
cording to the FLSA guidelines for work-related training. Should Marion County General Hospital offer Jason
employment as an orderly this summer, support may be available through state and local Workforce Investment
Systems. Or, Jason could elect to work for the hospital in a cooperative work experience arrangement by enrolling
in summer school at DeWeb Senior High. School personnel would have to be available to share responsibility and
supervisory duties as needed. Jason’s IEP would have to provide for such a WBL experience. Both the school and
the hospital would have to decide if Jason’s employment required any waivers from the Department of Labor Wage
and Hour Division. This would depend on the hourly wage that the hospital offered to Jason.
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E le 8: C tive Work Experi ¢ Special Mini Wades

Raymond is 20 years old and lives in a group
home. He has cerebral palsy and uses a walker
and both manual and motorized wheelchairs.
Raymond is nonverbal and uses a communi-
cation system. In his last year of high school,
Raymond makes clear choices and has strong
preferences.

Raymond’s IEP Transition Goal and Objectives\

Goal:

e I will work in the bank’s main office and be paid for my work.

Objectives:

* I will start conversations with my supervisor and coworkers.

e I will respect the personal space of others.

Worksite Placement at a Local Bank
Raymond’s goal is to secure paid employment
in his community. The local bank, previously
involved with Raymond as a career assess-
ment and work-related training site, wants to
hire him, and Raymond stated he would like
to work there. The bank wants to pay Ray-
mond an hourly wage below minimum wage,
so it must obtain a special certificate under Section 14 of the FLSA. Raymond’s vocational rehabilitation (VR)
counselor helped the bank obtain the special certificate establishing Raymond’s commensurate hourly wage. His
VR counselor made sure the bank had the certificate before employing Raymond through the cooperative work
experience program. Bank personnel agreed to review Raymond’s productivity rate every six months and adjust his
salary accordingly. Tasks Raymond will perform at his placement include: shredding unwanted material; operating
the microfiche system; zip-stripping checks; and delivering interoffice mail.

* [ will work for up to two hours at a time.
* I will move from one task to another without supervision.

* I will use the restroom by myself, or ask for help when I need it.

* I will participate in my work evaluations.

Transition Component of Raymond’s IEP

Raymond has had a surrogate parent represent him in special education issues since he was 17. He and his sur-
rogate parent are active members of the IEP team and attend IEP/transition planning meetings. Raymond and the
other IEP team members established the transition goal that Raymond will work in the bank’s main office.

The group home staff will provide Raymond’s transportation to and from work. Raymond will work 9:30 a.m.
to 3:00 p.m., Monday through Friday. A job coach from rehabilitation services will accompany Raymond to work
during the first three months of his employment. During this initial phase, while he is building stamina, Raymond
will work in 15-minute segments with five-minute breaks.

Raymond’s Experiences at the Bank

Raymond’s VR counselor had previously placed clients in the bank setting and was familiar with the work that Ray-
mond would be doing. Raymond’s bank supervisor and his VR counselor had previously established a productivity
rate per task for an employee without disabilities. Initially, Raymond was able to work at 25% of that rate. Ray-
mond’s supervisor at the bank agreed that as Raymond’s productivity increased, his salary would increase accordingly.

The first day on the job, Raymond’s job coach introduced him to his supervisor. Raymond later told his job
coach that he was worried because his new supervisor was a woman. However, Raymond remembered several of
his coworkers and seemed happy to see them.

Raymond had received training in each task he would perform during his cooperative work experience at the
bank during his work-related training placement there. His job coach spent the first week detecting whether
Raymond had retained his skills and productivity rate. Raymond showed that he had retained the skills, but his
production rate was down. His job coach thought this was due to little practice. He decided to target each task
separately, until the task productivity rate increased, before moving to multiple task assignments. Raymond’s job
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coach and bank supervisor worked out this program. Raymond reported to his supervisor for direction each day.

The job coach observed Raymond was reluctant to interact with his supervisor. The bank supervisor confided
to the job coach that she was uncomfortable working with Raymond. The job coach explained Raymond’s com-
munication system to her, stating she should speak to Raymond directly and not through him. By the end of the
second week, the relationship was less strained. Raymond reported to and received assignments from his supervi-
sor, but the relationship remained formal. Raymond was much more outgoing around his coworkers.

When Raymond’s productivity rates returned to their previous levels, he was assigned multiple tasks. Raymond
maintained these rates and sometimes increased them. Raymond progressed to multiple task assignments. Howev-
er, he had problems keeping these assignments in order. His job coach instituted verbal cues about task sequence.
He worked with bank employees, who gave Raymond verbal cues as well.

When Raymond received his first paycheck, he was confused. His previous money experiences had been with
cash, which he used to buy personal items. His job coach realized he would have to add a training activity of open-
ing and using a checking account to Raymond’s program. A bank clerk volunteered to help. Raymond wanted to
see his money, so the clerk arranged for this to take place. Then Raymond and the clerk deposited his money into
his checking account. When Raymond wanted to cash a check, he went to the clerk for assistance. The clerk also
began to take breaks with Raymond. They would go to the deli across the street where Raymond would select
snacks. The clerk worked with Raymond on how to give the next highest amount of money and receive change.
Soon Raymond was picking up sandwiches and drinks for other employees at lunchtime. The job coach noted
that Raymond really liked “showing off” his new money skills.

At the end of three months, the job coach began to spend less time with Raymond. He told Raymond’s super-
visor he felt he could leave completely, but would remain on call. Raymond’s supervisor was concerned. After a
discussion with the supervisor and Raymond, his job coach suggested that Raymond report to another supervisor
to receive his instructions for the day.

Results of Raymond’s Cooperative Work Experience

Raymond’s job coach or another bank employee continued to monitor Raymond’s productivity rates. Everyone
agreed that Raymond, his VR counselor, job coach, and the supervisor would formally evaluate Raymond’s work
in six months and explore the possibility of continued employment when Raymond leaves school.

Raymond’s Cooperative Work Experience and the FLSA
Raymond’s cooperative work experience was consistent with his IEP/transition plan. His employment with the
bank was entirely consistent with FLSA requirements. School personnel, Raymond’s VR counselor, and the bank
personnel were careful to obtain a special wage certificate before Raymond began work. Under this certificate,
Raymond was paid the commensurate wage of $2.75 an hour based on his productivity as compared to nondis-
abled employees doing the same work. Raymond is not entitled to permanent employment when he leaves school.
However, the bank did agree to consider this possibility, and increase his hourly wage based on his performance
during the next six months.

Raymond’s VR counselor and school personnel worked cooperatively to carry out Raymond’s cooperative
work experience placement. When Raymond and his bank supervisor had difficulty relating to each other, his job
coach initiated a positive change. His job coach was alert in adding the activity of managing a checking account to
Raymond’s WBL experience.
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Appendix A: Wage and Hour Division Regional Contact Information

U.S. Department of Labor Employment Standards Administration
Wage and Hour Division Regional Contact Information

Northeast Region: In Connecticut, Delaware, District
of Columbia, Maine, Maryland, Massachusetts, New
Hampshire, New Jersey, New York, Pennsylvania, Puerto
Rico, Rhode Island, Vermont, Virgin Islands, Virginia,
and West Virginia, contact:

Regional Administrator, Wage and Hour Division
Employment Standards Administration

U.S. Department of Labor

Curtis Center

170 S. Independence Mall West, Room 850 West
Philadelphia, PA 19106

(215) 861-5800

FAX: (215) 861-5840

Southwest Region: In Arkansas, Colorado, Louisiana,
Montana, New Mexico, North Dakota, Oklahoma,
South Dakota, lexas, Utah, and Wyoming, contact:

Regional Administrator, Wage and Hour Division
Employment Standards Administration

U.S. Department of Labor

525 S. Griffin St., Suite 800

Dallas, TX 75202-5007

(972) 850-2600

FAX: (972) 850-2601

Midwest Region: In Illinois, Indiana, lowa, Kansas,
Michigan, Minnesota, Missouri, Nebraska, Ohio, and
Wisconsin, contact:

Regional Administrator, Wage and Hour Division
Employment Standards Administration

U.S. Department of Labor

230 S. Dearborn St., Room 530

Chicago, IL 60604-1591

(312) 596-7180

FAX: (312) 596-7205

Western Region: In Alaska, American Samoa, Arizona,
California, Guam, Hawaii, ldaho, Nevada, Oregon, and
Washington, contact:

Regional Administrator, Wage and Hour Division
Employment Standards Administration

U.S. Department of Labor

71 Stevenson St., Suite 930

San Francisco, CA 94105

(415) 848-6600

FAX: (415) 848-6655

Southeast Region: In Alabama, Florida, Georgia, Ken-
tucky, Mississippi, North Carolina, South Carolina, and

Tennessee, contact:

Regional Administrator, Wage and Hour Division
Employment Standards Administration

U.S. Department of Labor

61 Forsyth St. SW, Room 7M40

Atlanta, GA 30303

(404) 893-4531

FAX: (404) 893-4524
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Appendix B: Organizations Providing Assistance in the Planning of Transition Services

Office of Special Education Programs Regional and Federal Resource Centers

Federal Resource Center for Special
Education (FRC)

Thomas Boerman

Academy for Educational Development
1825 Connecticut Ave. NW

Washington, DC 20009

(202) 884-8215 FAX: (202) 884-8443
TTY: (202) 884-8200

E-mail: tboerman@aed.org

Web site: http:/fwww.federalresourcecenter.orglfrc/
States served: National

Northeast Regional Resource Center (NERRC)
Kristin Reedy

Learning Innovations at WestEd

20 Winter Sport Lane

Williston, VT 05495

(802) 951-8226 FAX: (802) 951-8222

TTY: (802) 951-8213

E-mail: nerrc@aol.com

Web site: hetp:/fwww.wested.org/nerrc/

States served: Connecticut, Maine, Massachusetts, New
Hampshire, New Jersey, New York, Rhode Island, Vermont

The Alliance for Systems Change and Mid-
South Regional Resource Center (MSRRC)
Ken Olson

Interdisciplinary Human Development Institute
University of Kentucky

1 Quality Street, Room 714

Lexington, KY 40506-0051

(859) 257-4921 FAX: (859) 257-4353

TTY: (859) 257-2903

E-mail: kolsen@uky.edu

E-mail: dflechl@uky.edu

Web site: http:/fwww.ihdi.uky.edu/msrrc/

States served: Delaware, Kentucky, Maryland, North
Carolina, South Carolina, Tennessee, Virginia,
Washington, DC, West Virginia

Southeast Regional Resource Center (SERRC)
Betty Beale

Auburn University Montgomery

School of Education

PO. Box 244023

Montgomery, AL 36124-4023

(334) 244-3100 FAX: (334) 244-3103

E-mail: ebeale@mail.aum.edu

Web site: hrtp://edla.aum.edu/serrc/serrc. html

States served: Alabama, Arkansas, Florida, Georgia,
Louisiana, Mississippi, Oklahoma, Puerto Rico, Texas,
the U.S. Virgin Islands

North Central Regional Resource Center
(NCRRC)

Michael N. Sharpe

University of Minnesota

12 Pattee Hall

150 Pillsbury Drive SE

Minneapolis, MN 55455-2070

(612) 626-8155 FAX: (612) 624-9344

E-mail: sharp004@tc.umn.edu

Web site: http:/fwww.northcentral-rre.org/

States served: Minnesota, Wisconsin, lowa, Missouri,

llinots, Indiana, Michigan, Ohbio, Pennsylvania

Mountain Plains Regional Resource Center
(MPRRC)

John Copenhaver/Carol Massanari

Utah State University

1780 North Research Parkway, Suite 112

Logan, UT 84341

(435) 752-0238 Ext. 24 FAX: (435) 753-9750
TDD: (435) 753-9750

E-mail: conna@cc.usu.edu

Web site: http:/fwww.usu.edu/mprre/

States served: Arizona, Bureau of Indian Affairs (BIA),
Colorado, Kansas, Montana, Nebraska, New Mexico,
North Dakota, South Dakota, Utah, Wyoming

Western Regional Resource Center (WRRC)
Richard Zeller/Caroline Moore

1268 University of Oregon

Eugene, OR 97403-1268

(541) 346-5641 FAX: (541) 346-0322

TTY: (541) 346-0367

E-mail: wrrc@oregon.uoregon.edu

Web site: htzp://interact.uoregon.edu/WRRC/lwrrc. html
States served: Alaska, American Samoa, California,
Commonuwealth of the Northern Mariana Islands,
Federated States of Micronesia, Guam, Hawaii, ldaho,
Nevada, Oregon, Republic of the Marshall Islands,
Republic of Palau, Washington
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State Transition Contacts

This is the state agency staff member assigned primary
responsibility for secondary education and transition
services within a state or territory. Some states have more
than one transition contact.

Alabama

Dalee Chambers, Education Specialist

Special Education Services, Department of Education
P.O. Box 302101, Gordon Persons Building
Montgomery, AL 36130

(334) 242-8114 FAX: (334) 242-9192

E-mail: daleec@alsde.edu

Web site: http:/fwww.alsde.edu/html/sections/section_
detail.asp?section=65footer=sections

Alaska

Transition Specialist

Office of Special Education Programs,
Department of Education and Early Development
801 W. 10th St., Suite 200

Juneau, AK 99801

(907) 465-8693 FAX: (907) 465-2806

E-mail: sped@eed.state.ak.us

Web site: http:/fwww.eed.state.ak.us/tls/sped/

American Samoa

Jane French, Assistant Director, Special Education
Department of Education

Pago Pago, AS 96799

011-684-633-1323 FAX: 011-684-633-7707
E-mail: janef@doe.as

Web site: http:/fwww.doe.as/

Arizona
Web site: http:/fwww.ade.state.az. us/ess/transitionservices/

Cynthia Bryant, Transition Specialist
Department of Education

1535 West Jefferson, Bin 24, Room 4022
Phoenix, AZ 85007

(602) 542-3084 FAX: (602) 542-5404
E-mail: choryant@ade.az.gov

Wendy Collison, Education Program Specialist
Transition, Department of Education

1535 West Jefferson, Bin 24

Phoenix, AZ 85007

(602) 364-4026 FAX: (602) 542-5404

E-mail: weollis@ade.az.gov
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Arkansas

Bronwyn Palmer, Transition Coordinator

Office of Special Education, Department of Education
2402 Wildwood Center, Suite 170

Sherwood, AR 72120

(501) 835-3330 FAX: (501) 835-5326

E-mail: bpalmer@arkedu.k12.ar.us

Web site: hetp://www.ace.kl2.ar.us/transition/

California

Robert Snowden, Consultant
Transition Services and WorkAbility,
Department of Education

1430 N Street, Room 2401
Sacramento, CA 95814

E-mail: bsnowden@cde.ca.gov

Web site: http:/fwww.cde.ca.gov/sp/se/

Colorado
Web site: http:/fwww.cde.state.co.us/cdespedfindex.asp

Heather Hotchkiss, Senior Consultant
Secondary Services, Department of Education
201 E. Colfax Ave.

Denver, CO 80203

(303) 866-6622 FAX: (303) 866-6811
E-mail: hotchkiss_h@cde.state.co.us

Barbara Palmer, Consultant

Transition Services, Department of Education
201 E. Colfax Ave.

Denver, CO 80203

(303) 866-6721 FAX: (303) 866-6811

E-mail: palmer_b@cde.state.co.us

Romie Tobin, Senior Consultant

Secondary Services, Department of Education
201 E. Colfax Ave.

Denver, CO 80203

(303) 866-6812 FAX: (303) 866-6811

E-mail: tobin_r@cde.state.co.us

Commonwealth of the

Northern Mariana Islands

Anna Yamada, Transition Consultant

Public School System Special Education Program
P.O. Box 501370CX

Saipan, CNMI 96950

(670) 664-3730/3734 FAX: (670) 664-3774/3798
Web site: hetp:/fwww.pss.cnmi.mp/PSSCentralOffice/
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Connecticut

Karen Halliday, Transition Consultant
Department of Education

165 Capitol Ave., Room 369

PO. Box 2219

Hartford, CT 06145

(860) 713-6923 FAX: (860) 713-7051

E-mail: karen. halliday@po.state.ct.us

Web site: http:/fwwuw.ctserc.orglinitiatives/transition/

Delaware

Mark Chamberlin, Education Associate

Secondary Transition, Department of Education
Townsend Building

PO. Box 1402

Dover, DE 19903

(302) 739-4667 FAX: (302) 739-2388

E-mail: mchamberlin@doe.k12.de.us

Web site: htzp:/fwww.doe.state.de.us/exceptional_child/

transition.htm

Federated States of Micronesia

Makir Keller, Executive Director

Department of Health, Education, and Social Affairs
P.O. Box PS87, Kolonia

Pohnpei, FSM 96941

(691) 320-8982 FAX: (691) 320-5404

E-mail: mkeller@mail.fm

Web site: http://fsmgov.orglinfoleduc. html

Florida

Janet Adams, Program Specialist, Transition

Bureau of Instructional Support & Communication Services
Department of Education

601 Turlington Building

325 W. Gaines St.

Tallahassee, FL 32399

(850) 245-0478 FAX: (850) 245-0955

E-mail: janet.adams@fldoe.org

Web site: hegp:/fwww.firn.eduldoe/commbome/ese-

home.htm

Georgia
Web site: http:/fwww.doe.k12.ga.us/curriculum/
exceptionallindex.asp

Perry Andrews, Transition Specialist
Division for Exceptional Students,
Department of Education

1870 Twin Towers East

Atlanta, GA 30334

(404) 657-9972

E-mail: pandrews@doe.k12.ga.us

Stephen Fortier, Transition Coordinator
Camden County Schools

1585 Laurel Toland Parkway

PO. Box 1450

Kingsland, GA 31548

(912) 729-4817 FAX: (912) 729-7627
E-mail: sfortier@camden.k12.ga.us

Deborah Keane, State Transition Leader
Division for Exceptional Students,
Department of Education

1870 Twin Towers East

Atlanta, GA 30334

(404) 657-9957

E-mail: dkeane@doe.k12.ga.us

Hawaii

Maxine Nagamine, Educational Specialist

Office of Special Education, Department of Education
637 18th Ave., Building C, Room 102

Honolulu, HI 96816

(808) 733-4476 FAX: (808) 733-4475

E-mail: maxine_nagamine@notes.k12. hi.us

Web site: heep:/ldoe.ke12. hi.us/specialeducation/

Idaho

Jacque Hyatt, Transition Specialist

Bureau of Special Education, Department of Education
650 West State St.

Boise, ID 83720

(208) 332-6912 FAX: (208) 334-4664

E-mail: jhyatt@sde.state.id. us

Web site: hetp:/fwwuw.sde.state.id. us/Special Ed/

lllinois
Web site: hitp:/fwww.isbe.state.il.us/spec-ed/transition. htm

Cliff Hathaway, Director, Project TOTAL

Division of Special Education Services,

State Board of Education

100 N. First St., MCN 243

Springfield, IL 62777

(217) 782-5589 FAX: (217) 782-1900

E-mail: chathawa@isbe. net

(Note: additional lllinois Transition Contact on next page)
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Deborah Heckenkamp, Principal Education Consultant
Division of Special Education Services

Illinois State Board of Education

100 N. First St., MCN 253

Springfield, IL 62777

(217) 782-5589 FAX: (217) 782-1900

E-mail: dheckenk@isbe.net

Indiana

Teresa Grossi, State Transition Consultant

Center on Community Living and Careers

Indiana Institute on Disability and Community (UCE)
Indiana University

2853 East 10th St.

Bloomington, IN 47408

(812) 855-6508 FAX: (812) 855-9630

E-mail: tgrossi@indiana.edu

Web sites: http:/fwww.iidc.indiana.edu/ccle/transition. htm
http://doe.state.in.us/exceptional/speced/transition. html

lowa

Barbara Guy, Transition Consultant
Department of Special Education,
Department of Education

Grimes State Office Building

400 East 14th St.

Des Moines, IA 50319

(515) 281-5265 FAX: (515) 242-6019
E-mail: Barbara. Guy@ed.state.ia.us
Web site: heep:/fwww.state.ia. us/educatelecese/cfes/speced/
index.html

Kansas

Wendy Blaauw, Education Program Consultant
Student Support Services,

State Department of Education

120 SE 10th Ave.

Topeka, KS 66612

(785) 296-7453 FAX: (785) 296-6715

E-mail: wblaauw @ksde.org

Web site: http:/fwww. kansped.org/

Kentucky
Preston Lewis, Program Manager
Division for Exceptional Children Services,

Department of Education
500 Mero St., CPT 8th Floor
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Frankfort, KY 40601

(502) 564-4970 FAX: (502) 564-6721

E-mail: plewis@kde.state. ky.us

Web site: hetp:/fwww.education.ky.gov/KDE/
Instructional+ Resources/Student+and+Family+Support/
Exceptional+ Children/

Louisiana

Bonnie Wise, Transition & Secondary Program Coord.
Division of Special Populations,

Department of Education

1201 N. 3 St.

PO. Box 94064

Baton Rouge, LA 70804

(225) 342-3640 FAX: (225) 342-3281

E-mail: bonnie.wise@la.gov

Web site: hetp:/fwww.doe.state. la. us/lde/specialp/home. html

Maine

Pam Rosen, CP/State Improvement Grant Coordinator
Office of Special Services, Department of Education
23 State House Station

Augusta, ME 04333

(207) 624-6648 FAX: (207) 624-6651

E-mail: pam.rosen@state.me.us

Web site: http:/fwww.state.me.us/education/speced/
specserv.htm

Maryland

Tom Barkley, Transition Specialist

Division of Special Education and Early Intervention
Services, Department of Education

200 W. Baltimore St., 9* Floor

Baltimore, MD 21201

(410) 767-0231 FAX: (410) 333-8163

E-mail: tbarkley@msde.state.md.us

Web site: http:/fwww.marylandpublicschools.org/MSDE/

divisions/earlyinterv/

Massachusetts

Madeline Levine, CSPD Coordinator

Special Education Planning and Policy Development
Department of Education

350 Main St.

Malden, MA 02148

(781) 338-3381 FAX: (781) 338-3396

E-mail: mlevine@doe.mass.edu

Web site: http:/fwww.doe.mass.edu/sped/



Appendix B: Organizations Providing Assistance in the Planning of Transition Services

Michigan

Beth Steenwyk, Deputy Director, Special Education
Special Education and Early Intervention Services,
Department of Education

608 W. Allegan

Lansing, MI 48933

(517) 241-4521

E-mail: SteenwykB@michigan.gov

Web site: http:/fwww.michigan.gov/mde/0,1607,7-140-
6530_6598---,00.html

Minnesota

Jayne Spain, Transition Specialist

Division of Special Education,

Department of Education

1500 Highway 36 W

Roseville, MN 55113

(651) 582-8515 FAX: (651) 582-8729

E-mail: jayne.spain@state.mn.us

Web site: hitp:/leducation.state.mn.us/htmlfintro_speced_
sec_trans.htm

Mississippi

Web sites: http:/fwww.mde.k12.ms.us/special_education/
Trese Evans, Transition Consultant

Programs for Children with Disabilities

Office of Special Education, Department of Education
359 North West St.

PO. Box 771

Jackson, MS 39201

(601) 359-3513 FAX: (601) 359-2198

E-mail: tevans@mde.k12.ms.us

Margaret Robinson-Harris, Transition Specialist
Office of Special Education, Department of Education
359 North West St.

PO. Box 771

Jackson, MS 39201

(601) 359-3498

E-mail: mrobinson-harris@mde.k12.ms.us

Missouri

John Bamberg, Assistant Director

Special Education Effective Practices Session
Department of Elementary & Secondary Education
PO. Box 480

Jefferson City, MO 65102

(573) 526-0298 FAX: (573) 526-5946

E-mail: John. Bamberg@dese.mo.gov
Web site: http:/fwww.dese.state.mo.us/divspeced/
EffectivePractices/transitionpage. html

Montana

Dick Trerise, State Transition Contact & Coordinator
Division of Special Education,

Office of Public Instruction

1300 11th Ave

Helena, MT 59620

(406) 444-1579 FAX: (406) 444-3924

E-mail: drrerise@mt.gov

Web site: http:/fwww.opi.state.mt.us/SpecEd/trans. html

Nebraska

Jack Shepard, Consultant

Educational Service Unit 3

6949 S. 110th St.

PO. Box 2047

Omaha, NE 68128

(402) 595-2171 FAX: (402) 595-2727

E-mail: jshepard@nde.state.ne.us

Web site: hrtp:/isites.esu9.0rg:8080/NDEtransition/

Nevada

Tom Venardos

Office of Special Education, Department of Education
1820 E. Sahara, Suite 208

Las Vegas, NV 89104

(702) 486-6521 FAX: (702) 486-6624

E-mail: venardos@doe.nv.gov

Web site: http://www.doe.nv.govlequitylindex. html

New Hampshire

Steve Gordon, Transition Specialist

Bureau of Special Education, Department of Education
101 Pleasant St., State Office Park South

Concord, NH 03301

(603) 271-3750 FAX: (603) 271-1099

E-mail: sgordon@ed.state.nh.us

Web site: http:/fwww.ed.state.nh.us/education/doe/
organization/instruction/Special Ed/Bureaulnformation.htm

Cate Weir, Transition Consultant

Institute on Disability, University of New Hampshire
10 Ferry St., #14

Concord, NH 03301

(603) 228-2084 FAX: (603) 228-3270

E-mail: cweir@cisunix.unh.edu
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New Jersey

Bob Haugh, Project Coordinator

Office of Special Education Programs,
Department of Education

Riverview Executive Plaza, Building 100 Route 29
P.O. Box 500

Trenton, NJ 08625

(609) 633-6431 FAX: (609) 984-8422

E-mail: robert. haugh@doe.state.nj. us

Web site: http:/fwww.nj.gov/njded/specialed/

New Mexico

Sue Gronewald, Director of Transition Services
Special Education Unit, Department of Education
Education Building

201 S. Federal Place, Room 206

Santa Fe, NM 87501

(505) 827-1457 FAX: (505) 827-6791

E-mail: sgronewald@ped. state.nm.us

Web site: http:/fwww.ped.state.nm.us/seo/transition/

New York
Web site: http:/fwww.vesid.nysed.gov/specialed/transition/

Doris Jamison, Education Specialist
Program and Development Support Services
State Education Department

One Commerce Plaza, Room 1613

Albany, NY 12234

(518) 486-7509 FAX: (518) 486-7693
E-mail: djamison@mail.nysed.gov

Joanne Lacrosse, Education Specialist
Program and Development Support Services
State Education Department

One Commerce Plaza, Room 1624

Albany, NY 12234

(518) 486-7509 FAX: (518) 486-7693
E-mail: jlacross@mail.nysed.gov

North Carolina

Freda Lee, Educational Consultant
Exceptional Children Division,
Department of Public Instruction

615 Raleigh Road

Wilson, NC 27893

(919) 807-3989 FAX: (919) 807-3243
E-mail: flee@dpi.state. nc.us

Web site: hetp:/fwww.ncpublicschools.orglec/
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North Dakota
Web site: hrtp://www.dpi.state.nd.us/transitn/index.shtm

Valerie Fischer, Transition Coordinator
Office of Special Education,
Department of Public Instruction

600 E. Boulevard Ave.

Bismarck, ND 58505

(701) 328-2277 FAX: (701) 328-4149
E-mail: vfischer@state. nd.us

Gerry Teevens, Special Education Coordinator
Office of Special Education,

Department of Public Instruction

600 E. Boulevard Ave., Dept. 201

Bismarck, ND 58505

(701) 328-2277

E-mail: gteevens@state. nd.us

Ohio

Lawrence Dennis, Educational Consultant

Office for Exceptional Children,

Department of Education

25 S. Front St., 2nd Floor

Columbus, OH 43215

(614) 466-2650 FAX: (614) 752-1429

E-mail: lawrence. dennis@ode.state.ob.us

Web site: hetp:/fwww.ode.state.ob.uslexceptional_children/
children_with_disabilities/ideas/default.asp

Oklahoma
Web site: http://se.sde.state.ok.us/ses/

Jodi Hanson, Associate Director

Special Education Services, Department of Education
2500 North Lincoln Boulevard, Room 412
Oklahoma City, OK 73105

(405) 522-1464

E-mail: jody_hanson@sde.state.ok.us

James Martin, Director

Zarrow Center for Learning Enrichment,
University of Oklahoma College of Education
840 Asp Ave., Room 111

Norman, OK 73019

(405) 325-8951 FAX: (405) 325-7841

E-mail: jemartin@ou. edu
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Oregon

Colleen Mileham, Director

Secondary/Postsecondary Transition,

Department of Education

255 Capital St. NE

Salem, OR 97310

(503) 378-3600 ext. 2253

E-mail: colleen.mileham @state.or.us

Web site: http:/fwww.ode.state.or.us/searchlresults/?id=266

Pennsylvania

Ellen Romett, Managing Director

PA Training and Technical Assistance Network
3190 William Pitt Way, Route 8

Pittsburgh, PA 15238

(412) 826-2336 FAX: (800) 446-5607

E-mail: eromett@pattan.kl2.pa.us

Web site: hetp:/fwww.pattan.k12.pa.us/svs/trans/

Rhode Island

David Sienko, Education Specialist

Office of Special Needs,

Department of Elementary and Secondary Education
UCE/Rhode Island College

255 Westminster St., Shepard Building

Providence, RI 02903

(401) 222-4600 ext 2216 FAX: (401) 222-6030
E-mail: 7:d03249@ride.ri.net

Web site: hetp://www.ridoe. net/special_needs/transition.htm

South Carolina
Web site: hetp:/fwww.myscschools.com/offices/ec/

Katherine Fender, Coordinator

Office of Exceptional Children,
Department of Education

1429 Senate St., Room 503-A
Columbia, SC 29201

(803) 734-8483 FAX: (803) 734-4605
E-mail: kfender@sde.state.sc.us

Joy Ivester, Director

Center for Disability Resource Center
USC School of Medicine

733 Bennett St.

Greenville, SC 29609

(864) 787-6072 FAX: (864) 654-7602
E-mail: svesterj@cdd.sc.us

South Dakota
Web site: hetp:/fwww.state.sd.us/decalspecial/transproj.htm

Julie Carpenter, Transition Program Representative
Special Education Programs,

Office of Educational Services and Support

700 Governors Drive

Pierre, SD 57501

(605) 773-3219 FAX: (605) 773-3782

E-mail: julie.carpenter@state.sd. us

Barb Rohrbach, Transition Services Coordinator
Black Hills Special Services Coop.

221 South Central

Pierre, SD 57501

(605) 224-5336 FAX: (605) 224-8320

E-mail: brohrbach@tie. net

Tennessee

Linda VanderMeer, Director

Programs and Services, Department of Education
Andrew Johnson Tower, 5th Floor

710 James Robertson Pkwy.

Nashville, TN 37243

(615) 741-7790 FAX: (615) 532-9412

E-mail: linda.vandermeer@state.tn. us

Web site: hetp:/fwww.state.tn.us/education/speced/

Texas

Susan Rose, Interagency Coordinator

Division of IDEA Coordination, Education Agency
1701 N. Congress Ave.

Austin, TX 78701

(512) 463-9414 FAX: (512) 463-9560

E-mail: srose@tea.state. tx. us

Web site: hetp:/fwwuw.tea.state. tx.us/special.ed/

Utah

Susan Loving, Specialist in Transition

Special Education Services Unit, Office of Education
250 East 500 South

P.O. Box 144200

Salt Lake City, UT 84114

(801) 538-7645 FAX: (801) 538-7991

E-mail: sloving@usoe.k12.ut.us

Web site: http:/fwww.usoe.kl2.ut.us/sars/
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Vermont

K. Michael Ferguson, Special Education Consultant
SEST Team, Department of Education

120 State St.

Montpelier, VT 05620

(802) 828-5110 FAX: (802) 828-0573

E-mail: mferguson@doe.state.vt.us

Web site: http:/fwwuw.state.vt.us/educ/new/html/pgm_
sped.html

Virgin Islands

Cyril Levine, State Supervisor

Vocational Special Education, Department of Education
2133 Hospital St., Christiansted

St. Croix, VI 00820

(340) 773-1095 FAX: (340) 719-7179

E-mail: clevine@usviosep.org

Web site: http:/fwww.usvi.orgleducation/index.html

Virginia

Marianne Moore, Education Specialist

PO. Box 2120

Richmond, VA 23218

(804) 225-2707 FAX: (804) 371-8796

E-mail: marianne.moore@doe.virginia.gov

Web site: hetp:/fwww.pen.k12.va.us/VDOE/sped/
transition/

Washington

Cinda Johnson

Center for Change in Transition Services
College of Education, Seattle University
P.O. Box 222000

Seattle, WA 98122

(206) 296-5760

E-mail: cinda@seattlen.edu

Web site: http:/fwww.seattlen.edu/ccrs/

West Virginia

Web site: http:/fwvde.state.wv. us/ose/

Mary Nunn, Adolescent Education Coordinator
Office of Special Education, Department of Education
1900 East Kanawha Blvd., Building 6, Room 243
Charleston, WV 25305

(304) 558-3075 FAX: (304) 558-1055

E-mail: mnunn@access. k12.wv.us
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Karen Ruddle, Adolescent Education Coordinator
Office of Special Education, Department of Education
1900 East Kanawha Blvd., Building 6, Room B-358
Charleston, WV 25305

(304) 558-3075 FAX: (304) 558-1055

E-mail: kruddle@access. e 12.wv. us

Wisconsin

John Triphan, Project Director

Wisconsin Statewide Transition Institute

CESA #3

1300 Industrial Drive

Fennimore, W1 53809

(608) 822-3276 FAX: (608) 822-3828

E-mail: jeriphan@cesa3.k12.wi.us

Web site: hetp://www.cesa6.k12.wi.us/RSN/ Transition/
Mainpage.html

Steven Gilles, Transition Consultant

Transition and Personnel Preparation
Department of Public Instruction

125 South Webster St.

PO. Box 7841

Madison, WI 53707

(608) 266-1146 FAX: (608) 267-3746

E-mail: Steve.gilles@dpi.state.wi.us

Web site: http:/fwww.dpi.state.wi.us/dpi/dlsealeen/

transition.html

Wyoming

Joe Ramirez, Educational Consultant

Department of Education

2300 Capitol Ave., Hathaway Building, 2nd Floor
Cheyenne, WY 82002

(307) 777-6215 FAX: (307) 777-6234

E-mail: jramir@educ.state.wy.us

Web site: heep:/fwww.k12.wy.us/sp.asp



Appendix C

SS1 Work Incentives Available to
Transition-Age Youth with Disabilities

* Earned Income Exclusion (EIE)

* Student Earned Income Exclusion (SEIE)
* Impairment-Related Work Expense (IRWE)
® Plan for Achieving Self-Support (PASS)

* Blind Work Expenses (BWE)

®* Property Essential to Self-Support (PESS)
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Appendix C: SSI Work Incentives Available to Transition-Age Youth with Disabilities

Earned Income Exclusion

The Earned Income Exclusion applies to all SSI pro-
gram recipients, including any student earning wages
from a school-sponsored employment program or other
employment. Under this exclusion, some earnings each
month are not counted toward the specified SSI income
limit ($700). For many youth with disabilities, the

~

Earned Income Exclusion Calculation
$420.00  Gross income (earned through
competitive or supported employment)
-20.00  General income exclusion (unearned
income, such as bank interest, is
deducted from the $20 exclusion)

400.00
Earned Income Exclusion alone will ensure that most or 65.00 Farned income exclusion
all SSI benefits are maintained while the student par- $335.00
ticipates in school-sponsored paid employment or other $335.00  Divide this amount by 2
paid work situations. +2 1/2 of income is deducted after exclusions

There are three parts to this exclusion. The first is a
general exclusion of $20 of monthly income from any
source. The second part is an additional $65 earned
monthly income exclusion. The third part is the exclusion
of one-half of all earnings above the combined $20 + $65
($85) monthly exclusion as well. That is, for every two
dollars earned, one dollar is deducted from SST’s payment.

If, for example, an individual is receiving the maxi-
mum SSI benefit rate of $500 per month, the individual’s monthly earnings from paid employment would have
to exceed $1,473 before the SSI benefit would cease and the individual would exit the SSI program if no other
work incentives apply. This maximum income level would increase if the individual accessed any of the other SSI
program work incentives. In addition to the Earned Income Exclusion, transition students receiving SSI benefits
may be eligible for and profit from the following work incentives.

=167.50 SSI countable income
$500.00  SSI Federal monthly benefit rate, 1999
-167.50  SSI countable income
332.50  Adjusted SSI payment
+420.00  Earned gross income

$752.50 Total gross earnings

Student Earned Income Exclusion (SEIE)

Student Earned Income Exclusion (SEIE) allows a person with a disability under age 22 and regularly attending

school to exclude up to $400 of earned income per month before applying the Earned Income Exclusion. The two

exclusions may be used in combination. The maximum annual exclusion is $1,620.

For example, a full-time college student with a disability receiving SSI benefits of $500 monthly has the oppor-

tunity to earn $500 per month while in school. These earn-

™ ings may be excluded under SEIE up to the $1,620 yearly
maximum. In addition, the student may exclude another

SEIE Calculation

$500.00 Gross income $85 ($20 general exclusion; $65 earned income exclusion)

- 400.00 SEIE of monthly earnings, leaving him or her with a countable
100.00  SSI countable income income of $15. Please note that SEIE must be applied be-
-20.00  General income exclusion fore the general and earned income exclusions. SEIE can be
65.00 Earned income exclusion used either with or without the earned income exclusion. In

this example, the student’s gross income using SEIE is $485
(SSI) and $500 in earnings, for a total of $985.

$500.00  SSI Federal monthly benefit rate, 1999 Students must apply for SEIE at their local SSA office.
—=15.00  SSIcountable income The student must periodically submit a statement of school

485.00  Adjusted SSI Payment attendance, a statement of employment, and wage receipts.
+500.00  Earned gross income Local SSA office procedures differ slightly as to how often

$985.00 Total gross earnings these statements are required. Students should contact their

local SSA office for complete details.

$15.00 SSI countable income
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Impairment-Related Work Expense (IRWE) g )

The cost of certain impairment-related items and services IRWE Calculation

that a person with a disability needs in order to work can be $420.00  Gross carnings

deducted from gross earnings through an IRWE incentive. —-85.00  General and earned income exclusions
A student requesting an IRWE must verify that the items or $355.00  Earned income

expenses incurred are related to his or her disability and are -360.00 IRWE exclusion

necessary for job performance. The student will be asked 0.00 Countable income

to submit proof of payment. Impairment-related work

. 00.00  SSI benefi
expenses are deductible for SSI payment purposes when: i cnents

+420.00  Gross earnings

* The expense enables a person to work. $920.00  Gross income

* The person, because of a severe physical or mental -360.00 IRWE Expense
impairment, needs the item or service for which the $560.00  Usable gross income
expense is incurred in order to work.

* The cost is paid by the person with a disability and is
not reimbursed by another source.

* The expense is “reasonable” as it represents the standard charge for the item or service in the person’s community.

* The expense is paid in a month in which earned income is received or work is performed while the person
used the impairment-related item or service.

Individuals with disabilities may rely on IRWE incentives throughout their entire lives. Work-related expenses
that are incurred by a student while in secondary school are likely to continue when they exit school. A student
applying for an IRWE incentive under the SSI program should contact the local SSA office for specific details and
documentation requirements.

Plan for Achieving Self-Support (PASS)
The Plan for Achieving Self-Support (PASS) is a work incentive that allows an individual to set aside income and/
or resources for a specified period of time to achieve a work goal. For example, an individual may set aside money
for postsecondary education, the purchase of job-coaching support, personal transportation, job-related equip-
ment, or to start a business. The income and/or resources set aside in a PASS do not count in determining SSI ben-
efits. Nor may SSI cash benefits be used to support a PASS. When appropriate, a PASS may be used in conjunction
with other SSI work incentives. If a student under age 18 cannot satisfy the SSI income eligibility requirement only
because his or her parents’ or guardians’ income is too high, the student may apply for a PASS incentive through
which their parents or guardians can set aside enough income to make the student eligible for SSI benefits.

The PASS is similar to the IEP/transition plan: It establishes job-related goals and objectives. Because of these
similarities, it is possible to incorporate a PASS into the IEP/transition plan. A transition student may benefit
from a PASS while in school or upon exiting. The basic requirements for a PASS include:

* A feasible and reasonable occupational goal.
¢ A defined timetable.
¢ The need for income or resources, other than SSI benefits, to be set aside.

* An explanation of expenditures to be covered by the set-aside funds.

The PASS should be considered during the IEP/transition development process even if it is not to be used
while the individual is still a student. A PASS may be used by any individual participating in SSI at any age. Some
students can benefit from a PASS while they are in school and also after they leave school to further their vocation-
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al goal by purchasing additional training or transportation, for example. As part of the transition planning process,
the planning team may incorporate the future use of a PASS into the student’s IEP/transition plan.

The most likely candidates for a PASS incentive are students who currently are receiving SSI benefits, want
to work and have work goals in their IED, are in school or a training program or plan to complete postsecondary
training, or plan to start their own business.

A PASS incentive can be used to support a number of expenses related to employment goals, including:

* Tuition, fees, books, and supplies for school or training programs.
* Supported employment services, including a job coach.

* Attendant care.

* Equipment and tools needed to work.

* Transportation.

Income and resources that are set aside in a PASS are
PASS Calculation \ excluded under the SSI income and resources tests. Any tran-
$658.00 Gross earnings sition student who receives SSI benefits or could qualify for
500 Conewlamel el e oelisems them can have a PASS. For example, a student whose income
$573.00 Divide this amount by 2 exceeds SSI requirements may develop a PASS to maintain
22 his or her SSI eligibility while pursuing work goals.

UGS Tl csnmble fnesnd To receive a PASS, an individual must complete a PASS
_244.00 PASS application and submit it to the SSA office. Each PASS is re-

$42.50 SSI countable income viewed for approval locally. This process can take up to three

months to complete. Anyone may help a student develop a
PASS, including special education teachers and other school
personnel, vocational counselors, social workers, employers,
and private PASS vendors. A distinct advantage of a PASS is
that it allows the student to be proactive in securing neces-
sary training, support, or services to enhance employment
opportunities.

$500.00 Federal benefit rate (1999)
-42.50 SSI countable income

$457.50 Adjusted SSI benefit rate

+658.00 Gross earnings

-244.00 PASS

$871.50 Usable gross income

Blind Work Expenses (BWE)

SSA has special rules for people who are blind, including allowing them to earn a higher income (Substantial
Gainful Activity [SGA]) and still maintain SSI eligibility. Blindness is defined as central visual acuity of 20/200
or less, in the better eye with best correction, which has lasted or is expected to last a year or longer. Blind Work
Expenses (BWE) is a work incentive that allows a blind person to deduct certain expenses needed to retain em-
ployment from their earned income when determining SSI eligibility and payment amount. For individuals who
are blind, the BWE work incentive is more advantageous than the IRWE. Examples of BWE include: guide dog
expenses; transportation; federal, state, and local income taxes; social security taxes; attendant care services; visual
and sensory aids; translation of materials into Braille; professional association fees; and union dues. When devel-
oping transition plans for students who are blind, school personnel and parents should contact their regional SSA
office to get more specific information on SSA programs and benefits.

Property Essential to Self-Support (PESS)

PESS allows a person to exclude certain resources that are essential to employment for self-support. For example,
property that is used in a trade or business or required by a person as an employee is totally excluded when de-
termining resources for SSI eligibility or payment determination. While the PESS may have little application for
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secondary transition students, it may have utility for some students when they enter the workforce. For example,

a student who is trained in carpentry may be required to supply his or her own tools as terms of employment.
Under a PESS the value of these tools would not be counted as a resource.

For information on SSI and its work incentives, contact the Social Security
Admainistration, 1-800-772-1213.

The information provided in this appendix was adapted from “Meeting the needs of youth with disabilities: Handbook
on Supplemental Security Income work incentives and transition students,” published October 1998 by the National
Transition Network at the Institute on Community Integration (UCEDD), University of Minnesota.
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